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ABSTRACT
The purpose of this study was to discover how classroom teachers viewed 
their continuing professional development (CPD), to explore what factors influenced 
the decisions they made when they planned their CPD activities, and to examine how 
these CPD activities advanced their knowledge and skills. How teachers 
conceptualize and why they participate in CPD has become extremely important 
because there are fewer experienced teachers remaining in the classroom to impart 
their knowledge to younger, less experienced teachers. Continuing professional 
development not only fills knowledge gaps for newer teachers, it also updates 
practice and encourages teacher retention.
This study used a qualitative approach whereby 18 tenured classroom 
teachers selected from a mid-sized school district were interviewed. The five major 
themes that emerged from the analysis of the data were: study participants selected 
most CPD activities because they perceived them to be activities that helped them 
help their students; teachers’ life/work stages influenced the types o f CPD activities 
selected; CPD activities actually attended by teachers were selected from other 
worthwhile opportunities for particular situational, institutional, and social reasons; 
CPD was influenced by the value that the teachers placed on collaboration and
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relationships with colleagues; and most teachers did not select CPD activities 
because o f No Child Left Behind (NCLB) legislation or school improvement plans.
The analysis of the data brought about the development o f the Professional 
Development Practice-Based Participation Model for Teachers (3Ps Model). This 
decision model encompasses all five themes (What’s Good for Kids, What’s Good 
for Teachers: Stage Over Age, What’s Good for Teachers: Why Participate, 
Collegiality, and Kids Over Legislation), identifies participation indicators and 
barriers that influence teachers’ selections of CPD activities, notes outcomes of 
attendance at CPD activities, and recognizes the influence o f NCLB requirements on 
district CPD priorities.
Results support the need to renew interest in participation research directed 
toward more diverse populations in specific professions that will apply to both 
formal and nonformal educational settings. Further research is needed to refine the 
3Ps Model, build new models and theories, and continue to explore the linkages 
among CPD practices, participation in CPD, teacher learning, and adult 
development.
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CHAPTER I 
INTRODUCTION TO THE STUDY
Background
Current federal and state laws calling for improved academic achievement in 
schools within Illinois propose measuring a school’s success by testing students and 
making teachers accountable for what students have learned. These measures often 
fail to account for existing conditions in the environment within a given school or 
district. Experienced teachers with expertise are not as plentiful as they once were.
In an era of mass retirements, increased numbers of family and pregnancy leaves, 
higher turnover due to teachers leaving the teaching ranks for better-paying jobs, 
newly certified teachers never entering the teaching ranks, increased pressures 
resulting from the No Child Left Behind Act (NCLB) (2002), increased reduction in 
forces (RIFs) due to school financial situations, and higher mobility rates for those 
who remain in the profession, continuing professional development (CPD) takes on a 
new importance in a profession where there are fewer experts on the frontline 
working with the students (National Commission on Teaching and America’s Future,
2003).
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The Illinois State Board of Education’s (ISBE) Continuing Professional 
Development Certificate Renewal Process notes that the main goal o f its system is to 
improve student achievement by helping teachers keep up-to-date in their current 
fields, in subject areas designated by the state as high priorities for all teachers, and 
in areas relevant to their own local school improvement plans. Thus, increased 
student achievement is the desired outcome for the professional teachers, and the 
certificate renewal process is a way for teachers to update their practices and keep 
their certificates valid and active.
Early in the year 2000, Illinois established requirements for certificate 
renewal (Illinois State Board of Education, 2000) for teachers. In addition to 
creating a three-tiered system of teacher certification (initial, standard, and master), 
teachers were required to prepare a CPD plan and submit it to a local professional 
development committee (LPDC) that approved the plan and subsequently reviewed 
the evidence that the teachers submitted when they completed the approved 
activities.
The State of Illinois has made several changes in the certificate renewal 
process since 2000. The U.S. District Court for the Northern District o f Illinois, in 
its “Cory H. Decision” on September 11, 2002 (Illinois State Board of Education, 
2002), ordered the ISBE to take immediate steps to change the requirements for CPD 
to include more activities related to meeting the needs o f students with disabilities in 
the least restrictive environment. Therefore, even those teachers who had already
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
submitted CPD plans and had them approved needed to adjust their plans 
accordingly.
More recently the Illinois General Assembly passed Public Act 093-0679 
(2004) that went into effect June 30, 2004, which simplified the certificate renewal 
application process and added several professional development options. While 
teachers are no longer required to submit certificate renewal plans and claims for 
credit, or request approval from an LPDC, they are required to complete credible 
professional development activities and maintain evidence o f completion. At the end 
of their renewal cycle, teachers must submit a signed assurance of completion 
statement directly to their Regional Offices of Education or their LPDCs if their 
employing district has agreed to keep the LPDC. The Illinois State Board of 
Education has also created a Certificate Renewal Tracking System (CeRTS) to 
streamline the process and help those involved document and process the forms 
necessary for recertification. Teachers, therefore, are still required to complete 
professional development; however, they do not need to seek prior approval for their 
CPD activities. The initial mandated Illinois Certificate Renewal Process, the 
changes that the process has undergone, and NCLB continue to affect how teachers 
view their CPD in general, the decisions that individual teachers make when 
planning their CPD activities, and the advancement o f their knowledge and skills.
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4Statement of the Problem
Billions of dollars are spent annually on professional development programs 
without a guarantee that the knowledge learned in continuing professional education 
programs is linked to the context of practice or that professionals understand how to 
link their learning to their practice (Daley, 2001). How teachers view CPD, what 
influences the decisions they make when planning their CPD activities, and how 
these activities advance their knowledge and skills are all issues that need to be 
explored to insure that CPD will help meet the goals of the newly revised Illinois 
Certificate Renewal Process which are to reform education, make teachers 
accountable, and raise student achievement.
The mandatory framework provided by the State of Illinois for completing 
the task of recertification may be changing the way that both teachers and school 
districts view CPD. The certificate renewal process, at this time, is relatively 
untested because the requirements have only been in effect since early 2000, and 
most teachers are only now implementing or completing their first certificate renewal 
cycle (Illinois State Board of Education, 2000). Evidence is being compiled by 
educators and researchers that addresses the question of how selected CPD activities 
impact student achievement, and many districts are continuing to evaluate the role of 
CPD in their school improvement plans. A void still exists in the current CPD 
research, especially in teacher education, which looks at what is effective CPD, how 
it impacts teacher learning, and how it improves professional practice.
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Although a considerable body of literature has been written about CPD, 
limited research appears to have been conducted in educational settings that 
discusses the relationships among CPD practices, participation in CPD, adult 
development, women’s development, career development, teacher learning, and 
federal and state legislation, specifically NCLB (2002) and the Illinois Certificate 
Renewal Process (Illinois State Board o f Education, 2000). Research in these fields 
of study has been conducted fairly independently from one another. Even within a 
field of study, researchers conduct their inquiries from varying perspectives. 
Teachers’ views of CPD and their reasons for participating need to be explored to 
determine if there are linkages related to CPD that exist among concepts that arise 
from various fields of study.
Within these fields, gaps continue to exist in the literature on participation 
and adult development that need to be addressed. Most of the studies in these fields 
have been conducted with middle class, white males; and generally, the educational 
research has been conducted in formal post-secondary institutional settings. These 
gaps leave holes in the research when applied to elementary classroom teachers 
because this is a profession that is dominated by females and much of the CPD that 
is provided is not necessarily credit-based formal learning. What Cervero and 
Kirkpatrick (1990) noted as far back as 1990 is still true today. “A central reason for 
this failure [to understand participation in adult education] may be found in the lack 
of research that centers on the premise that processes throughout individuals’ lives 
... affect participation in education across the lifespan” (p. 79). Thus, there is a need
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
6to examine more closely the influence of life and work stages on participation in 
CPD.
Research Questions
The research questions that drove this study are:
1. How do classroom teachers view their continuing professional 
development?
2. What factors influence the decisions that they make when they plan 
their continuing professional development activities?
2.1. How do teachers select particular professional development 
activities and what influences these decisions?
2.2. From the teachers’ points of view, how do school improvement 
plans affect teachers’ decisions when selecting continuing professional 
development activities?
2.3. How do federal and state policies affect teachers’ continuing 
professional development choices?
2.4. From the teachers’ points of view, how has the legislation 
regarding certificate renewal (Public Act 093-0679 effective June,
2004) affect the way that teachers construct their continuing 
professional development activities?
3. How do these continuing professional development activities advance 
their knowledge and skills?
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3.1. In what ways do teachers describe the relationships among 
participation in continuing professional development, becoming a better 
teacher, and improving teaching practices?
Purpose of the Study
The purpose o f this study is to discover how classroom teachers view their 
CPD, to explore what factors influence the decisions that they make when they plan 
their CPD, and to examine how these CPD activities advance their knowledge and 
skills. This study explores the relationships among CPD practices; participation in 
CPD; teacher learning specifically as it relates to CPD; adult development, women’s 
development, and career development as they relate to life stage/phase models and 
theories; and federal and state legislation (NCLB and the Illinois Certificate Renewal 
Process) designed to increase student achievement and keep teachers up-to-date in 
their current fields of teaching.
Significance of the Study
This study is important to the field of CPD for a number of reasons. First, an 
increased understanding of how classroom teachers conceptualize CPD may 
contribute to an understanding of how CPD practices and federal/state legislation 
impact the CPD of classroom teachers. In addition, an understanding of what factors 
influence what CPD activities classroom teachers actually select may help providers 
of CPD know what is important for teachers. If teachers do not participate in CPD,
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even excellent CPD offerings do not benefit anyone. Participation must occur for 
professional practice to be updated and improved through CPD.
How teachers conceptualize and participate in CPD is even more important 
today than it was as little as five years ago because there are fewer experienced 
teachers with expertise who are remaining in the classroom (National Commission 
on Teaching and America’s Future, 2003). The leavers (including retirees), those 
teachers who are leaving the teaching profession, have grown from approximately 
173,000 during the 1987-88 school year to approximately 287,000 during the 1999- 
2000 school year (Ingersoll, 2001). This is a net increase of 66%. The National 
Commission on Teaching and America’s Future (NCTAF) concluded in its report, 
No Dream Denied: A Pledge to America’s Children (NCTAF, 2003), that while 
growing student enrollments, smaller classes, and retirements are often blamed for 
the supply of new teachers not being sufficient to keep pace with those leaving the 
classroom; the real concern is that “teacher retention has become a national c ris is ... 
[and that] teacher turnover is now undermining teaching quality and it is driving 
teacher shortages” (p. 8). Although the number o f teachers leaving the profession 
due to retirements is a definite concern because of the brain drain and continuity that 
is lost when experienced teachers retire, out o f the 280,000 teachers who left the 
profession in 2000 only approximately 80,000 were retirees (Ingersoll, 2001). An 
analysis of data from the National Center for Education Statistics (NCES) found that 
“approximately a third of America’s new teachers leave teaching sometime during 
their first three years o f teaching; almost half may leave during the first five years”
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(NCTAF, 2003, p. 10), and Ingersoll (2002) roughly approximated the number gone 
from the teaching ranks after five years at fully 39% (more than one-third). The 
National Commission on Teaching and America’s Future (2003) suggested that 
teaching is a “revolving door profession ... with more than a million teachers 
entering or departing their schools annually—roughly a third o f all teachers” (p. 11).
Whether it is due to mass retirements, teachers leaving the teaching ranks for 
higher paying jobs, increased pressures resulting from state and federal legislation, or 
higher mobility rates for those who remain; all these factors and more contribute to 
the loss of experienced teachers in the classrooms. With fewer experienced teachers 
passing knowledge and experience on to younger teachers, the importance of CPD 
has grown. It must be relied on to fill in some of the knowledge gaps that exist 
between new teachers and very experienced teachers.
This study has an even broader impact for the field o f CPD by virtue of how 
it defines the CPD of teachers as encompassing continuing professional education, 
the formally organized educational offerings; work-based learning, including in- 
service opportunities; action research; and self-directed learning. Once a person 
enters a profession and engages in lifelong learning, different fields o f study tend to 
use different definitions. Continuing professional development is represented 
differently in literatures with varying audiences. Colleges and universities and those 
engaged in formal education tend to use the term “continuing professional 
education” for their offerings even though contemporary thinking is more along the 
lines of “continuing professional development.” Organizations that cater to licensing
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
10
in specific professions, such as law and medicine, tend to use the term “continuing 
education for professionals.” Business and industry tend to refer to “human resource 
development” that is further subdivided into training, education, and development, 
and the teaching profession often refers to continuing professional development as 
“staff development.” This study may help link some of these audiences together 
within a broader field of CPD that encompasses both formal and nonformal 
educational experiences.
This study of teachers’ perceptions of CPD will assist teachers, 
administrators, and teacher educators in constructing new knowledge about ways to 
improve CPD practice. Many professions have mandated CPD/education/training 
programs that are similar to those faced by public school teachers, and most of these 
employers and providers have the same time and monetary constraints as public 
education. Therefore, new insights that will make CPD programs more effective and 
beneficial for participants are welcomed by teachers, school districts, communities, 
and employers as well as providers.
Conceptual Framework
The conceptual framework for this study is comprised o f two main elements: 
participation in CPD, and the stage perspectives from adult development, women’s 
development, and career development. The study of adulthood has not yet produced 
tested theories or models that predict and then go beyond to gain understanding of
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
participation in CPD, its relationship to improved professional practice, and how it is 
impacted by the life or work stage of a classroom teacher.
Current CPD literature has begun to call for reframing the vision for the field. 
Daley and Mott (2000) proposed that “we should shift our approach from providing 
educational programs to improving the quality of client outcomes within the 
professions. By advocating this shift, we maintain that education is only one aspect 
of the improvement of professional practice” (p. 81). Likewise, Dali’Alba and 
Sandberg (2006) recognized “a need for a substantial shift away from a traditional 
focus on transfer of knowledge and skills to developing understanding of, and in, 
professional practice” (p. 401). They noted that “such a shift would mean promoting 
development of professional ways-of-being that can deal with the complexities, 
ambiguities, and dynamic change inherent in professional practice” (p. 401). How 
CPD can be promoted for classroom teachers is a question that needs to be 
addressed, and to promote CPD, it is necessary to understand how teachers 
conceptualize CPD.
Generally, participation studies have asked the questions, who participates in 
adult education and what are the reasons that adults participate or do not participate? 
In Illinois, the Certificate Renewal Process is a mandated program that all certified 
Illinois teachers are required to use for recertification; therefore, the “who” 
participates and “what are the reasons” they participate are not the questions that 
need to be explored. The “who participates” are all certified teachers in the State of 
Illinois because they are required to renew their standard teaching certificates every
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five years, and the “reasons” are to earn Continuing Education Units (CEUs) or 
Continuing Professional Development Units (CPDUs).
Questions that have received less attention are: why do teachers select 
particular CPD activities over other activities, what factors influence their choices, 
and what can educators learn from the choices that teachers are making that will help 
them create more meaningful staff development opportunities for teachers? These 
questions can help researchers gain a better understanding o f participation in 
professional development.
Although the participation literature has focused on the “who” and “why,” 
the teacher learning literature and research has addressed “how” teachers learn. 
Efforts to reform American education noted by Lieberman (1995) tend to develop 
new conceptions o f teaching, learning, and schooling that provide a variety of 
practices that support teacher learning. Some of these ideas go against the 
conventional views of professional development. What everyone wants for 
students— a wide variety of learning opportunities that engage students in 
experiencing, creating, and solving real problems, using their own experiences, and 
working with others—is denied to teachers when they are the learners. Traditional 
views of staff development still have staff learning taking place as a series of 
workshops, at a conference, or with the help o f consultants. Learning activities 
outside the school seem to count as CPD, whereas opportunities to learn within the 
school, from and with colleagues, have not been valued in the same way. Teachers
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often fail to recognize that learning that takes place within the district or within the 
context of their practice may actually qualify as CPD.
Another aspect of the teaching profession that has implications for CPD is 
that by its very nature, the profession intertwines itself more with a person’s home 
life than most other professions. The teaching profession is disproportionately 
female (especially at the elementary level); teachers have a work schedule that is 
more conducive to raising a family than many other professions because it is not a 
nine to five, 12-month job; and most teachers spend time outside o f “school time” 
preparing to teach. Because some persons are drawn to the teaching profession 
based on these characteristics, the life stages of teachers may have an important 
influence on their CPD. This possibility needs additional study.
Merriam and Caffarella (1999) noted that research has revealed that adult 
learners frequently participate in learning activities because they are motivated by 
development issues and changes in their lives. Thus, an examination of the 
psychological perspective of development that recognizes how adults develop over 
their life spans, including the sequential models, the life events and transition 
models, and the relational models, may help link teachers’ participation in CPD to 
their own developmental stages.
The stages, phases, or cycles discussed in the adult development, women’s 
development, and career development literature have implications for the findings 
and discussions that follow. However, models do not exist currently that help 
educators examine how different life roles or stages affect decisions that teachers
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make to update their knowledge or to keep current in their fields once they have 
entered the profession. Miller-Tiedeman’s (1999, 2006) “lifecareer” paradigm looks 
at the idea that life is the big career, life-is-career. This model may have more 
implications for CPD than other career development models because it looks at an 
individual’s career theory as flexible and not limited to particular life stages or 
patterns. “Life is the big career, ... and includes everything involved in living, 
including, but not limited to job” (2006, p. 1). Rather than relying heavily on others’ 
opinions, this model takes readings from experience, intelligence, and intuition, 
factoring in others’ opinions as well. The model focuses learning not just on “right” 
or “wise” decision making, but also on learning that comes with those things that do 
not work. Likewise, the life event/transition and relational models may have 
implications for the teaching profession because o f the high percentage o f females 
who work as teachers.
In summary, to shift the focus of CPD from merely transferring knowledge 
and skills to looking more closely at an understanding of professional practice, it is 
necessary to understand how classroom teachers view CPD and to discover what 
factors influence their decisions to participate. The framework that binds this study 
together will be the understandings that emerge from the participation in CPD and 
the adult, women’s, and career development literatures. These insights help form a 
basis for the findings and discussions that follow.
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Definitions of Terms
The following terms have been defined for purposes o f clarification and 
consistency in this study:
Classroom Teacher: Regular education teacher in an elementary or 
secondary school who is assigned a particular grade level of students to be 
responsible for on a daily basis. This does not include special education or other 
specialty teachers who may work with some of the students occasionally for specific 
purposes.
Continuing Professional Development (CPD): Formally organized 
educational offerings as well as work-based learning including in-service 
opportunities, action research, and self-directed learning. These types o f activities 
are designed to keep professionals up-to-date in their practices, with the ultimate 
goal of improving services to students.
Continuing Professional Education (CPE): Formally organized institutional 
educational offerings designed to keep professionals up-to-date in their practices.
Illinois Certificate Renewal Process (ICRP): Process by which Illinois 
teachers in K-12 schools maintain their standard/master teaching certificates as valid 
and active.
Knowledge: Defined in its fullest sense refers to the whole domain in which 
more specifically defined clusters of meaning reside. Therefore, all different forms 
of knowledge—procedural knowledge, propositional knowledge, practical
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knowledge, tacit knowledge, skills and know-how— are included (Eraut, 1994, p.
16).
Learning: To gain knowledge or skill through study, instruction, or 
experience.
No Child Left Behind (NCLB): The most recent authorization o f the 
Elementary and Secondary Education Act, which is the principal federal law 
affecting K-12 educators. The No Child Left Behind Act of 2001 (PL 107-110) was 
signed into law on January 8, 2002.
School Improvement Plan (SIP): Blueprint of the actions and processes 
needed to produce school improvement. Once developed, the SIP should guide 
resource allocation, staff development, instructional content and practice, and 
assessment.
Skill: A learned power o f doing something competently; a developed 
aptitude or ability.
Staff Development: A term that will be used in lieu o f the phrase Continuing 
Professional Development in portions of this document where teachers are quoted 
and findings are discussed. The teachers in the district studied as well as the 
researcher appear to be more comfortable using this more informal expression.
Teacher Learning: Characterized as problem solving or inquiry that starts 
with classroom teachers’ particular goals for their students; theories about their 
particular students as learners, especially as related to particular goals; and theories
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about what conditions are necessary for students to achieve particular goals (Ancess, 
2001, p. 75).
Overview of Document
This chapter began with background information on the current status of the 
Illinois Certificate Renewal Process and proceeded to describe how the questions for 
this study evolved from the need for research in an educational setting that examines 
the relationships among CPD practices, participation in CPD, teacher learning, adult 
development, women’s development, career development, and federal and state 
legislation such as NCLB and the Illinois Certificate Renewal Process. Chapter II 
continues the examination by reviewing the relevant literature from the fields of 
study highlighted in Chapter I. In Chapter III, the research methods are described. 
Chapter IV introduces the participants in the study and discusses the five major 
themes that emerged from the interviews that were conducted. Chapter V explores 
the linkages that occurred among the themes, introduces a practice-based teacher 
participation model that emerged from the data, and includes a discussion of 
conclusions, implications for practice, and recommendations for future research.




The purpose of this study is to discover how classroom teachers view their 
continuing professional development (CPD) activities, to explore the factors that 
influence the decisions they make when they plan their CPD activities, and to 
examine how these activities advance their knowledge and skills. This chapter 
begins with a discussion of CPD from both the adult education and teacher learning 
perspectives where the status of the United States’ education reform agenda as it 
relates to professional development is examined. Following these reviews, fields of 
study that exist fairly independently from one another are examined: participation in 
continuing professional development, adult development, women’s development, 
and career development as they relate to life stage models and theories.
At the outset of this study, prior to conducting interviews, literature was 
reviewed to gain a general understanding of current trends and issues in the areas of: 
CPD, participation in CPD, teacher learning as related to school reform, and how 
CPD impacted student achievement. While these areas of study all remained 
significant after data were collected, the review became more focused. It became
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necessary to delve more deeply into existing participation models for adult education 
because a new model, the Professional Development Practice-Based Participation 
Model for Teachers (3Ps Model), emerged from the findings o f this study. This 
model has a component that relates participation to life and work stages; therefore, it 
became necessary to broaden the review to include literature from the fields o f adult 
development, career development, women’s development, and specifically teacher 
career development because models and theories exist in these fields that are based 
on adult stages and phases.
For the purposes of this study, CPD refers to formally organized educational 
offerings as well as to work-based learning including in-service opportunities, action 
research, and self-directed learning. In some instances, the term sta ff development is 
used in lieu of the term continuing professional development because the teaching 
profession often refers to professional development as staff development. The term 
continuing professional education is used on occasion when particular sources are 
cited that are generally referring only to formally organized educational offerings.
Continuing Professional Development
The next sections of this chapter examine CPD from both the adult education 
and teacher learning perspectives. Issues are pointed out that continue to be 
problematic for the field of CPD.
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Adult Education Perspective
Until recently, insufficient attention was given to what happens to 
professionals after their initial education experiences. Up until the 1960s, many 
educational leaders believed that the initial preservice education plus a few refresher 
courses were all that was necessary for the remainder o f the professional’s work 
career (Cervero, 2000).
Houle (1980) noted that, since 1965, the general public has been more 
concerned about professional inadequacies, such as the failure o f the professions to 
create programs to care for all people, especially the poor and disenfranchised; the 
claims that the professions put their own self-interests ahead o f the public good; and 
the charges that procedures used by the professions show incompetence, inattention, 
dogmatism, lack of feeling, or ill-will. Therefore, the public began to call for some 
form of continuing professional education to support professionals throughout their 
careers. In 1962, a conceptual plan for the lifelong education o f physicians was 
published (Dryer, 1962). This plan was an indication that a more formal system of 
continuing professional education was beginning to evolve.
During the 1970s, further professionalization of the workforce and the use of 
continuing professional education became a tool for relicensure and recertification. 
Houle (1980) noted that mandatory continuing education incorrectly became a 
synonym for relicensure, recertification, and, more generally, the whole concept of 
recredentialing. The professionalization movement continued in the 1980s, and
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comprehensive continuing professional education programs developed in 
engineering, accounting, law, medicine, pharmacy, veterinary medicine, social work, 
librarianship, architecture, nursing home management, nursing, management, public 
school education, and many other professions (Cervero, 2000). Collins (1995) noted 
that what began in the 1970s evolved to the point where practically “every 
profession, whether licensed or certified, uses some form of mandatory continuing 
education” (p. 13).
Collins (1995) lamented the trend whereby critics of mandatory continuing 
education became complacent at the same time that more mandatory initiatives were 
instituted. Without questioning the concept of mandatory continuing education, the 
practice was taken for granted, even though little research suggested that mandatory 
continuing education had advantages over voluntary participation in adult education. 
Collins noted that “despite the number o f thoughtful essays which question 
mandatory continuing education, there is a powerful inclination to feel that the 
questioners have had their day and that the real task ahead is to deploy mandatory 
continuing education programmes as effectively as possible. This inclination ... is 
unfortunate” (p. 18).
Four trends that characterized continuing professional education in the 1990s 
are outlined by Cervero (2000):
Trend 1. The amount of continuing education offered at the workplace 
dwarfs that offered by any other type of provider, and surpasses that o f all 
other providers combined ....
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Trend 2. Universities and professional associations are active and important 
providers, with an increasing number o f programs being offered in distance 
education formats....
Trend 3. There is an increasing number of collaborative arrangements among 
providers, especially between universities and workplaces....
Trend 4. Continuing education is being used more frequently to regulate 
professionals’ practices, (pp. 5-8)
While these trends help define the field of continuing professional education, 
the adult education literature continues to point out that major issues persist in 
continuing professional education that need to be addressed. A single instructor 
lecturing to large groups of professionals is still the norm in continuing professional 
education. Cervero (2000) characterized the current system of continuing 
professional education as being in its infancy and “devoted mainly to updating 
practitioners about the newest developments, which are transmitted in a didactic 
fashion and offered by a pluralistic group o f providers (workplaces, for-profits, and 
universities) that do not work together in any coordinated fashion” (p. 4). He 
recognized that there is conflict between those who view the primary focus of 
continuing professional education as updating professional knowledge as opposed to 
the newer continuing professional education models represented by Daley and Mott 
(2000), who focused on improving professional practice by “improving the quality of 
client outcomes within the profession” (p. 81).
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Teacher Learning Perspective
The teacher learning literature also continues to point out that major issues 
persist in teacher professional development. A landmark report released by the 
National Commission on Teaching and America’s Future (1996), What Matters 
Most: Teaching fo r  America’s Future, leveled harsh criticism at the current state of 
professional development for teachers:
Although teachers experience very few useful, relevant learning 
opportunities, school systems spend substantial amounts of money on 
professional development every year, much of it is unplanned, a lot o f it is 
unnoticed, practically all of it uncoordinated. Hidden in federal, state, and 
district programs, large and small, are other pots of money for professional 
development. By offering salary credit to teachers for practically any course 
work they take, districts provide huge subsidies for professional 
development, whether or not the courses move the mission of the school 
forward, (p. 84)
The current educational reform movement that is occurring at the national, 
state, and local levels suggests that there has to be an investment in teacher 
preparation and CPD; and that the focus must shift from not only being concerned 
with teachers’ knowledge of their content areas, but also with their knowledge about 
how students learn and the learners themselves (Livneh & Livneh, 1999). As noted 
by Darling-Hammond (1996), “schools are now expected not only to offer education, 
but to ensure learning. Teachers are expected not only to ‘cover the curriculum,’ but 
to create a bridge between the needs of each learner and the attainment of 
challenging learning goals” (p. 5). In order to do this, teachers must not only learn
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the skills and perspectives necessary for new visions o f practice, but they must also 
unlearn “the practices and beliefs about students and instruction that have dominated 
their professional lives to date” (Darling-Hammond & McLaughlin, 1995, p. 597).
In 1983, A Nation at Risk (National Commission on Excellence in Education, 
1983) acknowledged that schools in the United States were drowning in a “rising tide 
of mediocrity” (p. 1). Since that report was released, legislation such as the No 
Child Left Behind Act (NCLB) (2002) has been enacted to improve schools and 
other studies have been conducted to gain insights into the current state of 
educational reform. For example, a panel of highly qualified education, community, 
and business leaders spent two years studying the educational system and concluded 
that an impasse had been reached in school reform. This was not because teachers 
and schools were unwilling to work towards achieving goals, but because they did 
not know how to achieve the goals that had been set, and the school systems they 
worked in did not support them in their endeavors. In 1996, when the National 
Commission on Teaching and America’s Future released the report, What Matters 
Most: Teaching fo r  America’s Future, the issue of teaching quality was placed at the 
center of the nation’s education reform agenda. The report’s stated goal was that “by 
the year 2006—we will provide every student in America with what should be his or 
her educational birthright: access to competent, caring, and qualified teaching in 
schools organized for success” (p. 10).
The report (National Commission on Teaching and America’s Future, 1996) 
offered five recommendations to accomplish its turning points for long-term
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improvements in teaching and learning for America. One recommendation was to 
reinvent teacher preparation and professional development. The report recognized 
the importance o f high quality professional development and recommended that “all 
teachers have access to continuous high-quality learning opportunities” (p. 76) and 
that there was a need to “create stable, high-quality sources of professional 
development” (p. 82). The report noted:
Ultimately, the quality of teaching depends not only on the qualifications of 
individuals who enter teaching, but also on how schools structure teaching 
work and teachers’ learning opportunities. Teachers who feel they are 
enabled to succeed with students are more committed and effective than those 
who feel unsupported in their learning and in their practice. Those who have 
access to new knowledge, enriched professional roles, and ongoing collegial 
work feel more efficacious in gaining the knowledge they need to teach their 
students well and more positive about staying in the profession. The critical 
importance o f career-long professional development is finally being 
recognized, (p. 82)
The NCTAF (1996) report endorsed the findings and recommendations o f a 
comprehensive report that had recently been released by the National Foundation for 
the Improvement of Education (NFIE) (1996), Teachers Take Charge o f  Their 
Learning: Transforming Professional Development fo r  Student Success, that 
asserted that high-quality professional development for teachers is the key to helping 
improve student learning and achievement. The NFIE report recommended four 
necessary actions for schools to be transformed:
• Find time for continuous professional development. To keep up with 
change, teachers need the time to collaborate with their colleagues and to
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update their knowledge and skills— as professionals in other fields are 
required to do.
• Help teachers assume responsibility for their own professional 
development and for ensuring teacher quality.
• Develop partnerships to enhance teachers’ knowledge and skills, 
including partnerships with parents (their most important partners), 
higher education institutions, museums, libraries, and businesses.
• Reallocate existing and appropriate new revenues sufficient to guarantee 
standards-referenced, quality teaching and learning in every public 
school, (p. 1)
The NCTAF report (1996) determined that the features that define high-quality 
professional development:
are rare in professional development today. Most professional dollars are 
spent either reimbursing teachers for courses that may not be directly related 
to school needs or their classroom responsibilities or for district-determined 
workshops with even less connections to teachers’ own practice. As 
traditionally organized, in-service education—usually conducted as mass 
produced hit-and-run workshops—is not well suited to helping teachers with 
the most pressing challenges they face in deepening their subject matter 
knowledge, responding to student diversity, or teaching more effectively, (p. 
83)
Darling-Hammond (NCTAF, 1997), executive director o f NCTAF, prepared 
a report, Doing What Matters Most: Investing in Quality Teaching, which examined 
the NCTAF (1996) report recommendations and the progress being made towards 
the goal of quality teaching in American schools. Darling-Hammond acknowledged 
that the NCTAF (1996) report and ensuing work since the report came out has:
stimulated dozens of pieces of federal and state legislation, a wide array of 
local initiatives to improve teaching, more than 1500 news articles and 
editorials nationally and abroad, and at least two federally-funded research 
and development initiatives, which bring together researchers, professional
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associations, policy makers, and practitioners to enhance knowledge and
practice in the fields of teaching and policy, (p. 1)
The Darling-Hammond report (NCTAF, 1997) scrutinized teachers’ access to 
professional development and findings include:
1. Access to professional development opportunities vary a great deal 
across states. Nationally, relatively few teachers had access to 
intensive, sustained CPD about their teaching methods, subject matter, 
or new technologies.
2. Eighty-five percent of teachers reported that the professional 
development opportunities that they came across provided them with 
new and useful information, whereas only 65% noted that their practice 
had changed as a result of their participation, and only 11% reported 
that their experiences in professional development were a waste of time.
3. More teachers participated in professional development sponsored by 
their school districts in 1996 than in 1994, but fewer participated during 
the summer.
4. Between 1994 and 1996, more teachers engaged in learning activities 
sponsored by professional associations, worked on curriculum 
committees, and participated in professional development aimed at 
National Board Certification.
5. The proportion of teachers taking college courses in education or in 
other fields both during the school year and the summer dropped
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substantially. It is not known whether this was because teachers were 
less interested in these types of activities, because more teachers 
entering the profession already had master’s degrees, because classes 
are getting more expensive, or because districts are providing less 
monetary support for these endeavors.
Darling-Hammond (NCTAF, 1997) concluded that:
There are promising signs that, at least in some schools, teachers have 
growing access to opportunities to learn which are helpful to them and their 
students. The continuing issue for professional development is how to make 
more sustained, in-depth opportunities for teacher learning more widely and 
routinely available in schools across the country, (p. 36)
Since the NCTAF report in 1996, the nation has reached a “consensus that 
well-prepared teachers are the most valuable resource a community can provide to its 
young” (NCTAF, 2003, p. 4). The bipartisan passage o f the No Child Left Behind 
Act of 2001 (NCLB, 2002) signaled that the nation as a whole recognized that 
Americans deserve public schools that work. No Child Left Behind pledged that 
highly qualified teachers would be in every classroom by the 2005-2006 school year, 
and that all children should have the opportunity to learn regardless o f income, 
background, or ethnic identity.
The report, No Dream Denied: A Pledge to America’s Children (NCTAF, 
2003), examined the progress towards these goals and notes:
Progress toward the commission’s goals has been impressive. But we are 
now more than halfway to 2006, and the nation is still far from providing
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every child with quality teaching. The shortfall is particularly severe in low- 
income communities and rural areas, where inexperienced and underprepared 
teachers are too often concentrated in schools that are structured for failure, 
rather than success. The price being paid by students who need quality 
teaching is unacceptable, (p. 5)
The report concluded that to make NCLB work teacher turnover must be 
reduced since “the real school staffing problem is teacher retention. Our inability to 
support high quality teaching in many schools is driven not by too few teachers 
entering the profession, but by too many leaving it for other jobs” (p. 6). Teachers 
must be offered career paths that are rewarding. This means not only recruiting good 
teachers and paying them well, but also supporting them with mentoring and 
sustaining them with professional growth opportunities and recognition. This report 
acknowledged that countless studies confirm that effective staff development focuses 
on student learning needs, engages teachers in an analysis of their own practices, and 
gives teachers chances to observe and be observed by experts with feedback, and that 
“professional development for teachers cannot be ‘one size fits all.’ As in business 
and other professions, the best development opportunities provide teachers with ‘just 
in time’ and ‘just what is needed’ help” (p. 28).
Wilson and Berne (1999) observed that along with the call for more 
professional development there has been a call for more research on teacher learning. 
They noted that “teacher learning has traditionally been a patchwork of 
opportunities— formal and informal, mandatory and voluntary, serendipitous and 
planned— stitched together into a fragmented and incoherent ‘curriculum’” (p. 174).
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These researchers reviewed exemplary cases of CPD that specifically addressed the 
question: What do we know about the professional knowledge teachers acquire 
during CPD? Wilson and Berne grouped the studies they reviewed into three 
knowledge categories: opportunities to talk about (and “do”) subject matter, 
opportunities to talk about students and learning, and opportunities to talk about 
teaching. Rather than exhaust the literature that fell into each category, the 
researchers examined two exemplary studies within each category exploring what 
each posited about the acquisition o f professional knowledge.
Although noting that most of the work reviewed is long term and reflects 
only what was in the literature so far, Wilson and Berne (1999) discerned some 
common themes that permeate the research they reviewed. First, all o f the projects 
consisted of communities of learners who were redefining teaching practice, 
suggesting that the participants had recreated their practices and found time in their 
work lives to inquire into and about teaching. Even after the funding for most of the 
projects had ended, the projects continued to survive. Second is the idea that teacher 
learning should not just be packaged and disseminated, but rather activated, to help 
teachers understand their own knowledge. The projects studied engaged participants 
as learners in the same content areas that their students learn in, but at a level more 
appropriate for the teachers. The third main theme recognizes that teachers’ 
interactions with colleagues appear to be important and that the different projects 
struggle with how to build trust and community and still build professional 
communication that includes critique. The factors that affect the development of
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community appear to have varying influences depending on whether the CPD is 
based outside or inside the home school.
Despite the researchers’ best intentions and the fact that only exemplary 
projects were reviewed, Wilson and Berne (1999) concluded that it is still difficult to 
know what participants in the projects reviewed actually learned as a result of the 
professional development projects. They called for future research that will begin to 
offer more detailed analyses of exactly what teachers learn. Also, noted is the lack 
of robust, standardized measures for student learning in many fields that is necessary 
for researchers to tie teacher learning to measures of student learning. Other 
challenges facing professional development researchers Wilson and Berne (1999) 
discussed include: studying traditional CPD when so many teachers currently view 
it negatively and as being less than helpful, studying a learning project that is being 
created at the same time that it is being researched, isolating components when they 
are actually part of a whole, acknowledging that attendance can be mandated but not 
learning, and bridging the gap between the teachers and providers and what they 
both expect from the CPD.
The research on effective CPD for teachers appears to be consistent across 
many studies. Hawley and Valli (Westchester Institute for Human Services 
Research (n.d.) synthesized the continuing professional development literature and 
found that high quality continuing professional development for teachers is:
• Informed by research on teaching and learning and provides a strong 
foundation in subject content and methods of teaching.
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
32
• Integrated with district goals to improve education, guided by a coherent 
long-term plan, and driven by disaggregated data on student outcomes.
• Designed in response to teacher-identified needs and utilizes 
collaborative problem solving in which colleagues assist one another by 
discussing dilemmas and challenges.
• Primarily school-based, provides sufficient time and other resources, and 
enables teachers to work with colleagues in their school buildings.
• Continuous and ongoing, incorporates principles o f adult learning, and 
provides follow-up support for further learning.
• Evaluated ultimately on the basis of its impact on teacher effectiveness 
and student learning, (p. 1)
These characteristics reflect much of what continues to appear in the 
literature. The National Staff Development Council (NSDC), whose stated goal is 
that all teachers in all schools will experience high-quality professional learning as 
part of their daily work, provides standards for staff development based on what the 
NSDC and the broader staff development community have learned about 
professional learning. Their standards provide direction for designing a CPD 
experience that assures that educators acquire necessary knowledge and skills. The 
council notes that staff development must be results-driven, standards-based, and 
job-embedded. Additionally, in one of its learning standards, NSDC (2006) noted 
the importance of life stage:
While recognition of life stage differences would not alter expectations for 
performance [for those participating in staff development], it may affect an 
individual’s availability and interest in additional work responsibilities during 
different phases of his or her life. Recognition o f life stage differences may 
also help staff development leaders in tapping educators’ strengths and 
talents, (p. 1)
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The National Commission on Teaching and America’s Future (2003) 
summarized the role for professional development in successful schools as follows:
Today’s professional development must go far beyond adding a few more 
days or even weeks o f “drive-by” in-service training to teachers’ calendars. 
Strong professional development opportunities must be embedded in the very 
fabric o f public education. Just as we should design schools as learning 
communities around the principles of how children learn, so should 
professional development be structured around how adults leam. (p. 28)
Summary
As a result of their review of the literature, Wilson and Berne (1999) 
characterized the field o f professional development as being oddly discontinuous. 
They had been able to locate many projects that offered teachers opportunities to 
leam, but few of the projects had completed analyses o f what professional 
knowledge was acquired. Even fewer explained their theories or designed research 
to test theories of how teachers learned. The researchers’ conclusion tends to paint a 
picture of the current state o f professional development research for teachers. They 
concluded that “The future o f good research on teacher learning of professional 
knowledge lies in our ability to weave together ideas o f teacher learning, 
professional development, teacher knowledge, and student learning— fields that have 
largely operated independent of one another” (p. 204). Holland (2005) concurred 
that research on CPD in K-12 education tends to be scattered throughout subject 
areas with its focus ranging from classroom processes and structures to teachers’ 
personal traits.
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The literature from adult education, on the other hand, tends to examine the 
adult learner and looks at who participates in professional development and why they 
participate. Some of the participation issues are discussed in the next section o f this 
paper.
Participation
Knowing who participates in adult education activities and why adults 
participate is important information both for providers o f adult education as well as 
for policymakers (Merriam, Caffarella, & Baumgartner, 2007) because the survival 
of many adult education programs depends on the voluntary participation o f adults. 
Cervero and Kirkpatrick (1990) noted that participation has been a central concern 
since the beginning of the organized field of adult education. Practically all of the 
studies that have been conducted in the field o f adult education focus on formal, 
institutionally-based programs (Merriam et al., 2007). This is problematic in the K- 
12 context in that much of the learning and staff development opportunities provided 
to classroom teachers by school districts is informal in nature. The definitions of 
what constitutes education and who is an adult have also clouded the research and 
affected the participation rates because there has been little agreement on definitions, 
thereby permitting researchers to use their own definitions (Cervero & Kirkpatrick, 
1990).
A baseline describing participation in formal and informal educational 
activities was established by Johnstone and Rivera (1965) at the National Opinion
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Research Center in Chicago when they conducted the first national study o f adult 
education by interviewing a random national sample o f about 12,000 households. 
Many subsequent studies have been compared to this study; and with only minor 
revisions, their profile has held up (Merriam et al., 2007). The following is their 
established profile:
The adult education participant is just as often a woman as a man, is typically 
under 40, has completed high school or more, enjoys an above-average 
income, works full-time and most often in a white-collar occupation, is 
married and has children, lives in an urbanized area, but more likely in a 
suburb than large city, and is found in all parts o f the country, but more 
frequently in the west than in other regions, (p. 8)
In addition, Johnstone and Rivera concluded that 22% of American adults 
participated in learning, as they defined it, between June 1961 and June 1962; that 
learning was mainly skill-oriented rather than academic; and that age and formal 
school were the primary determinants of participation.
Since 1969, the National Center for Educational Statistics (NCES) in the U.S. 
Department of Education has conducted two series o f triennial surveys of 
participation in adult education. These surveys all defined adult education as 
organized instruction, and one definite trend in the data is that participation has 
increased from a low of 10% in 1969 to 46% in 1999 (Kim & Creighton, 2000). The 
most recent NCES survey of participation in adult education was conducted in 2001. 
This survey, for the first time, also surveyed informal educational activities. The 
results of this study were similar to the findings of earlier studies; however, in the
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
36
newest survey women had a slightly higher rate of participation than men. Prior 
educational attainment, professional or managerial employment status, and 
household income continued to be positive indicators for participation (Valentine, 
1997). Creighton and Hudson (2002, p. ix), however, pointed out that participation 
in specific activities “reveals some troubling signs” in that certain groups may be 
being left behind and out of adult education— especially Hispanics, those with lower 
levels of education, those with lower-status jobs, and those who are employed part- 
time.
A national study (National Foundation for the Improvement o f Education, 
1996) supported by the NFIE and the National Education Association (NEA) 
Research Department was the first of its kind because it targeted educators and was 
designed to determine teachers’ own views regarding what they value in professional 
development and what would help them improve their abilities to help students.
Eight hundred teachers were surveyed and the study found that teachers recognize 
that their goals for improving their teaching skills must be to improve student 
learning. Nearly three out of four (73%) of those surveyed responded that they 
participated in professional development in order to help them improve student 
achievement, and a majority (55%) stated that they participated to improve their 
teaching skills. In addition to these responses, increasing their own knowledge was 
the next highest response (34%) followed by career advancement (7%), financial 
reward (5%), and maintaining professional certification (5%).
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Aslanian and Brickell (1980) explored reasons for participating in continuing 
professional education differently. They examined the role that life transitions play 
in motivating adults to participate. They randomly selected 1,519 adults over the age 
of 25 and found that o f the 49% who said that they had learned something during the 
previous year, either formally or informally, 83% of them noted that some event in 
their lives was the reason for learning. Some o f the transitions mentioned were 
marriage, retirement, job change, and birth of a child. Reasons for learning related to 
career accounted for 56% of the responses and 16% related to family. With the 
exception of leisure, which was 13%, all of the other reasons for participation noted 
were 5% or less. In a later study, Aslanian (2001) concluded that 85% of those 
participating in higher and continuing education stated that a career transition was 
the reason that they wanted to participate and learn.
In the past 25 years, scholars have described many reasons why professionals 
participate in continuing professional development (Boshier, 1977; Boshier, 1989; 
Henry & Basile, 1994; Houle, 1961; Johnstone & Rivera, 1965; Livneh & Livneh, 
1999; Pryor, 1990; Ray, 1981; Yang, Blunt, & Butler, 1994). Houle (1961), one of 
the more influential contributors to the field of CPD, created a theoretical typology 
based on interviews with 22 learners. He predicted that participants were either goal, 
activity, or learning oriented. While he viewed these as distinct categories, they 
could be displayed as a Venn diagram with overlapping circles in the middle.
Houle’s study generated a number o f quantitative investigations that tested the 
typology against a variety of sociodemographic and life-cycle variables.
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
Boshier (1977) tested Houle’s categories using his Education Participation 
Scale (EPS), a 40-item Likert scale instrument that he developed, and found that 
generally the categories held up when studied. Both Houle’s (1961) typology and 
Boshier’s initial testing o f the EPS were among the most frequently cited works in 
the American Adult Education journal between 1968 and 1977, as was Johnstone and 
Rivera’s (1965) book containing 216 tables from the first national study of 
participation in adult education that they conducted. Boshier (1989) noted:
But typologies, whether theoretically or empirically derived, are of greatest 
significance when the various orientations are related to other variables 
presumed to shape needs that in turn, motivate each person to participate. It 
is the second branch of the motives for participation tradition that has been 
the primary preoccupation of motivational orientation researchers, (p. 149)
Until recently, the research and related literature on characteristics of lifelong 
learners have generally focused on demographic or socioeconomic characteristics of 
lifelong learners, rather than on learning characteristics by themselves. These studies 
have examined such factors as age, gender, race, education, occupation, employment 
status, income, family characteristics, marital status, and place o f residence.
Merriam et al. (2007) concluded that “the two most often cited reasons for 
nonparticipation are lack of time and lack of money,” both o f which are considered 
legitimate and socially acceptable reasons for the nonparticipation o f busy adults (p. 
65). In 1965, a national participation study (Johnstone & Rivera, 1965) found that 
43% of the respondents reported cost as a reason for nonparticipation and 39% 
reported that they were too busy to attend. More recently Valentine (1997) reported
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that 45% of those surveyed stated that lack of time was a barrier for job-related 
education, and over 60% noted that lack of time was a barrier for non-job-related 
education. In the same report, approximately 33% reported that cost was a job- 
related barrier and over 25% reported that cost was a barrier for non-job-related 
participation. The next most often listed barrier for both job and non-job 
participation was family responsibilities. Valentine’s (1997) analysis o f the United 
Nations Educational, Scientific, and Cultural Organization (UNESCO) data 
determined that women more so than men reported that family responsibilities 
hampered their participation in both job and non-job education, whereas men 
reported more so than women that work demands hampered their non-job education.
Recently other learning characteristics such as skills, values, attitudes, and 
how these elements influence participation in continuing professional education have 
begun to be noted in the literature. Livneh and Livneh (1999) studied 256 certified 
teachers and administrators, most of whom were female, to identify skills and 
characteristics that successfully predict involvement in continuing professional 
education, and compared them to previous findings on lifelong learning in two other 
professions (e.g., human service providers and pharmacists). This study concluded 
that time spent in continuing professional education is best predicted by the self- 
motivation of the learner who was externally motivated and who possessed a lower 
educational level. However, it should be noted that these predictions only account 
for one-sixth of the variance in time spent in continuing professional education. 
Therefore, Livneh and Livneh suggested that future research “needs to examine more
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carefully additional predictors of lifelong learning including participants’ 
experiential or learning-related activities, personality attributes, situational supports 
and deterrents, and available social or environmental resources” (p. 104). These 
authors mentioned that there is limited literature on the relationships between 
predictors of continuing professional education and its outcomes, and that a more 
comprehensive definition and conceptualization of continuing professional education 
outcomes may need to be developed. Further they suggested that a definition of 
continuing professional education outcomes might be expanded to include: the type 
of learning activities, the degree o f satisfaction derived from the activities, and the 
impact of specific activities on future practice. Also, they recommended that 
researchers consider assigning differential weights to various learning activities 
based on information that is gleaned from experienced practitioners.
In the past, participation studies have been limited mostly to assessments of 
participation rates and descriptions of participants’ characteristics. Cervero and 
Kirkpatrick (1990) listed the primary causes for these limitations as lack of available 
data representative of national populations and the lack of theories that establish 
relationships between adult characteristics and participation. They also noted a lack 
“of research that centers on the premise that processes throughout individuals’ lives, 
including the preadult years, affect participation in education across the life span” (p. 
80).
The next section of this review examines models of participation from adult 
education, to gain an understanding of how these existing models conceptualize the
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relationships between professional development predictors and outcomes. Cervero 
and Kirkpatrick (1990) viewed these models as frameworks that were created “in 
response to the shortcomings of prior empirical research that seek to explain PAE 
[participation in adult education]. Some of these [models] include, either implicitly 
or explicitly, the presence of potentially relevant preadult influences on PAE” (p.
80).
Participation Models from Adult Education
Participation has been studied more thoroughly than many areas in adult 
education (Merriam & Caffarella, 1999); however, there appears to be less interest in 
the topic currently than there was in the 1970s and 1980s. The studies have given 
educators an idea of who participates, what is studied, and what motivates adults to 
enroll or not enroll in continuing professional education. The information gleaned 
from this work has led to the development of numerous models of participation that 
attempt to explain who participates in adult education and what motivates them to 
participate. Merriam and Caffarella (1999) were not surprised that with all the 
psychological and sociological variables and relationships among the variables that 
affect participation, there is no single model that explains or predicts participation in 
adult education; rather, there are several. The authors highlighted seven models that 
will be discussed in this section. See Table 1 for comparisons among the seven 
models.












Summary of Adult Participation Models




M iller’s Force 
Field Analysis 
(1967)
•  Social class perspective (socioeconomic status [SES] critical 
component)
•  Relationship between educational interests and age 
and position in life cycle
•  Concerned with current life space; however, traces 
from previous experience
•  Compatibility o f  various social 





•  Interaction between internal psychological factors and external 
environmental variables
•  Self-esteem important
•  Focus on persistence in adult education activities
•  Correlation between num ber o f  years spent in school and 
likelihood o f  participation
•  Congruence between 
individual’s perception o f  self 






•  “E x p ec tan c /’ is either personal success in educational activity 
or success in activity will have positive consequence
•  Self-esteem important
•  Psychological and social factors act as barriers
•  Life stage affects valences that are assigned to 
learning activities
•  Expectancy and valence assume 
congruence between participation 
and anticipated outcomes
C ookson’s ISSTAL 
Model (1986)
•  Social participation model
•  Situational variables m ost specific influence on decision to 
participate
• Social participation is lifelong pattern
Henry and Basile 
Decision Model 
(1994)
•  First model to incorporate both motivational factors and 
convenience or life stage deterrents
•  Focus on decision to participate
•  Cost m ajor deterrent as are social and institutional factors
•  Participation is less likely to occur i f  m ajor changes 
occurred in life
• Stage in life cycle m ay act as deterrent
Darkenwald and 




•  Emphasis on social-environmental forces, especially 
socioeconomic status
•  Two major components: preadulthood and adulthood
• A dult SES largely determined by preadult 
socialization
Cross’s Chain o f 
Response Model 
(1981)
•  Participation is not a single, discrete act bu t a result o f  a chain 
o f  responses (flowing chain)
•  Barriers are one o f  the variables in this model, as are self­
esteem and attitude regarding education
• First to incorporate life phases o f  the life cycle into a 
participation model
•  Referred to as life transitions
•  Interactions between forces start 





It is interesting to note, however, that in the new third edition of Learning in 
Adulthood: A Comprehensive Guide (Merriam et al., 2007), the seven models that 
are summarized below are not singled out as models by the authors as they were in 
the previous edition (Merriam & Caffarella, 1999). Instead, the researchers whose 
models are reviewed below are mentioned and some of their contributions to the 
field are discussed, but they are not linked to current models and their models are not 
named. This lack o f model or theory building in continuing professional education 
participation noted by Cervero and Kirkpatrick (1990) continues to be a concern for 
the field today.
Review of Models
Miller’s (1967) Force Field Analysis was one of the earliest efforts to explain 
adult participation. Miller attempted to link Maslow’s (1970) motivational hierarchy 
of needs with Lewin’s (1947) force-field theory. Linking his model to Maslow, 
Miller proposed that adults from lower socioeconomic classes would be more apt to 
participate in adult education for basic skills and job-related reasons, whereas those 
adults from higher classes would participate for more achievement and self- 
actualizing reasons. A person’s place in the life cycle was also critical. For 
example, a younger person might find it more important to strive for economic 
security than an older person. Borrowing from Lewin’s Force Field Theory (1947), 
Miller suggested that there were positive and negative forces acting on an individual 
and the sum of these forces would determine if the individual was motivated to
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participate in adult education. The model used the width of an arrow to portray 
forces. Stronger forces have wider arrows than weaker forces. Four social classes 
were represented by the model (lower lower, working, lower middle, and upper 
middle) and four content areas were represented (vocational, family, citizenship, and 
self-development). While Miller’s model appears to be useful in the sense that it 
suggests further research and some possible action statements, theoretical or research 
work has not been conducted using the model (Cross, 1981).
Boshier’s Congruency Model (1973) also attempted to explain participation 
as the interaction between social and personal factors. Boshier stated “that 
‘congruence’ both within the participant and between the participant and his 
educational environment determine participation/persistence” (p. 256). The model 
assumes that participation and persistence in adult education are influenced by the 
match between self and the educational environment and how people feel about 
themselves. Social and psychological variables such as age, gender, and social class 
as well as sub environmental variables such as transportation and class size 
influenced persistence. In a 1977 study, Boshier argued that “motives for 
participation are associated with the extent to which participants have satisfied the 
lower order needs in Maslow’s need hierarchy. It was contended that people moved 
from life-chance (deficiency) to life-space (growth) motivation as they got older or 
increased their socioeconomic status” (Boshier, 1989, p. 149).
Merriam and Caffarella (1999) noted that moderate testing o f the model by 
Boshier (1973, 1977) and by Garrison (1987) has led'to at least a promising
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beginning. Boshier (1973) sampled 1,372 university continuing education students 
and verified that those with high congruency scores are more likely to drop out. 
Garrison, however, was able to predict persisters with 93% accuracy that was better 
than the 20.8% accuracy for dropouts. Boshier (1986) has since enhanced his model 
by also looking at learners’ motivations, needs, and orientations to future- 
centeredness. A third model, Rubenson’s Expectancy-Valence Model (1977), is still 
an untested model that deals with the individual by recognizing both socialization 
and structural components. Participation results from both positive and negative 
forces within the individual and the environment. Expectancy is the prospect of 
being successful in an educational setting. Valence has to do with the value a person 
puts on being successful that can be positive, negative, or neutral. The individual is 
the center o f this Expectancy-Valence Model since everything is based on how a 
person perceives the environment and the value that is placed on taking part in adult 
education. Current needs are critical and determine whether a valence is positive, 
negative, or neutral. Socialization occurs through family, school, and work; and 
structural factors such as accessibility o f education directly affect the way that the 
individual views the environment. Cross (1981) saw this model as helpful because it 
shifts attention from demographic variables such as age, gender, and race to more 
individual measures. Rubenson’s model tends to go against the current thought that 
most people are motivated to participate in education and that removing external 
barriers will permit them to do so. He put much less emphasis on these external 
barriers because his model considers the situation the way it is perceived by the
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learner, which may or may not be the real situation. This emphasis on the perception 
of the learner being more important than the real situation separates Rubenson’s 
model from other models because removing an external barrier will only affect 
participation if the learner perceives the barrier to be a deterrent.
Cookson’s ISSTAL, also known as interdisciplinary, sequential specificity, 
time allocation, and lifespan, Model (1986) is a social participation model. It is 
interdisciplinary because it draws ideas from a number of behavioral sciences. It is 
sequential because participation is determined by the way that variables are linked in 
specific causal patterns. Time allocation and lifespan have to do with looking at 
participation in continuing professional education as only one part o f an adult’s 
participation in other social endeavors. Therefore, social participation is a lifelong 
pattern of which adult education is only one aspect. If adults participate in adult 
education when they are young, then they will probably continue to participate in 
educational experiences throughout their lifespans.
The ISSTAL Model uses external components, sociodemographic factors, 
interactive components, and situational variables. The external factors include such 
factors as climate, topography, culture, and social structures. Some of the 
sociodemographic factors are education, age, and occupation; and the four 
interactive components are personality traits, intellectual capacities, retained 
information, and attitudinal dispositions. The situational variables have the most 
influence on the decision to participate and are factors that affect an adult’s particular 
situation at a given time. Cookson (1987) tested his model twice in British
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Columbia. There were 50 male low-income heads of household in one study and 
400 men and women from public evening school classes in the other study. Fifty- 
eight independent variables were studied. None of the variables were found to be 
significant with the male-only group, and only three variables were significant in the 
other study.
Cookson (1986) himself noted that his model forms a theoretical framework 
and that it does not yet satisfy the criteria for a fully developed theory. He viewed it 
as a framework for integrating theoretical explanations and research findings from 
different fields in the behavioral sciences into the field o f adult education, and as 
having potential significance for future research in patterns o f adult education 
participation across the life cycle.
Henry and Basile (1994) proposed in their decision model that “it is 
important to consider both the factors which are included in motivational studies as 
well as the deterrents to participation” (p. 69). Considering these aspects is unique 
because Henry and Basile were the first researchers to incorporate motivational 
factors along with deterrents to predict participation (Merriam & Caffarella, 1999). 
The model separates the factors to distinguish participants from nonparticipants into 
five groups: type of motivation or reason, sources of information, course attributes, 
institutional and situational deterrents, and institutional perception. Henry and 
Basile (1994) stated:
In some cases, a strong motivation may be overcome by the lack of a specific
course offering, or by some negative impressions of the program or
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institution. In other cases, a strong institutional reputation and availability of 
a convenient course may induce participation despite a weak motivational 
interest. The conceptual framework allows the empirical investigation of 
these complex relationships, (p. 70)
The authors tested their model using 138 students who were motivated to attend 
continuing professional education classes at an urban university and 180 individuals 
who contacted the adult education program at the same university but never enrolled 
in a class. They found, contrary to some previous studies, that adults were less likely 
to participate if  major changes occurred in their life; that knowledge for its own sake 
was a weak motivator; that cost, as noted in previous studies, is a major deterrent; 
and that social and institutional factors, as well as the availability o f lower cost 
alternatives outside o f formal adult education to meet individual needs, appear to 
influence the decision o f potential participants.
Darkenwald and Merriam (1982) emphasized “social-environmental forces, 
particularly socioeconomic status (SES), not because individual traits or attitudes are 
unimportant but because less is known about their influence on participation” (p.
142). Their psychosocial interaction model has two major components: 
preadulthood and adulthood. Preadulthood consists of initial individual and family 
characteristics, especially gender, I.Q., and socioeconomic status. Intelligence 
quotient and SES strongly affect school experiences and the values and aspirations 
that one acquires through socialization during preadulthood. Adult SES is largely 
determined by this socialization during preadulthood. The authors consider adult 
SES to be the first, dominant variable in a series o f other variables, and defined
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“learning press,” which is directly related to SES, as “the extent to which one’s total 
current environment requires or encourages further learning” (p. 142). The other 
variables in the model are: perceived value and utility of adult education, readiness 
to participate, participation stimuli, and barriers. This model illustrates, “the 
probability of participation is lowest for adults at the lower end o f the SES ladder 
and highest for those at the upper end” (p. 145). Cervero and Kirkpatrick (1990) 
tested the model and concluded that a significant amount of participation in both 
credit and noncredit activities is explained by preadulthood factors, especially the 
father’s level o f education.
Cross (1981) attempted to pull together some o f the common elements in 
three existing models: Miller’s Force-Field Analysis (1967), Boshier’s Congruency 
Model (1973), and Rubenson’s Expectancy-Valence Model (1977). The resulting 
model, Chain-of-Response (COR), “assumes that participation in a learning activity, 
whether in organized classes or self-directed, is not a single act but the result of a 
chain-of-responses, each based on an evaluation of the position o f the individual in 
his or her environment” (p. 125). The continuum begins with the individual and 
moves towards increasingly external conditions; and finally, participation in adult 
education changes self-perceptions and attitudes about education. While the flow is 
generally in one direction, at times the forces do flow the other way. As with any 
interaction, there are many factors influencing an individual, and these forces at 
times may work against each other, thereby putting up a temporary roadblock. Life 
is never as predictable as a model flowing in one direction depicts.
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Cross’s model uses points (A) through (G) as variables. Point (A) or self- 
evaluation is the beginning where a potential participant assesses whether there is 
potential for successful achievement. Self-evaluation (A) combines with attitudes 
toward education (B) that come directly from the adult’s past experiences with 
education or indirectly from experiences of others. Cross commented that “there is a 
relatively stable and characteristic stance toward learning that makes some people 
eager to seek out new experiences with a potential for growth while others avoid 
challenges to their accustomed ways of thinking or behaving” (p. 126). Point (C), 
the importance of goals and expectation that participation will meet goals, is related 
to expectancy and valence concepts. If expectations for achieving a goal are high, 
then motivation to participate will also be fairly high. Variable (D) is life transitions, 
and as noted by Havighurst (1972), these “teachable moments” are positive forces 
drawing adults toward participation. Incorporating phases of the life cycle into a 
participation model was new to the field when Cross introduced the model in 1981.
If an adult reaches this point, opportunities and barriers (E) and information (F) are 
environmental factors that influence an adult. They may seek out special 
opportunities or overcome minimal barriers. Finally, point (G) is participation; and 
if all of the responses along the chain have been positive, then participation may 
occur. Cross’s model emphasizes the importance of internal psychological factors 
that affect “self-evaluation and attitudes towards education. In short, if  adult 
educators wish to understand why some adults fail to participate in learning
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opportunities, they need to begin at the beginning o f the COR model—with an 
understanding of attitudes toward self and education” (p. 130).
Common elements exist among the models that have been reviewed. None of 
these models represent fully developed theory, and all but Cross’s model, which 
might also be applied to nonformal learning situations, applies to formal educational 
learning. In all the models, participation can be understood by analyzing the 
interactions between individuals and their environments. Also, individuals have 
control over their own destinies, the strength o f the motivation to participate in 
leaning experiences is the result o f individuals’ perceptions o f positive and negative 
forces in the situation, and incongruence and dissonance are components of the 
models.
Dissimilar elements also are found among the models. Differences include:
(1) Cross’s (1981) model is the only model discussed that views participation in a 
learning activity as a flowing chain-of-responses as opposed to a single, discrete act;
(2) Henry and Basile’s (1994) model was the first to incorporate both motivational 
factors as well as convenience and life stage deterrents (earlier work tended to put 
more emphasis on the motivational factors); and (3) socioeconomic status or social 
participation were critical for several of the models, but not all. For a more complete 
summary of the models, see Table 1.
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Summary
In this section, seven participation models were reviewed. All o f these 
models help illustrate the complexity of the variables that appear to impact adult 
participation. These models are recognized as providing more o f a framework for 
future research than as theories to predict who will participate in adult learning 
activities. A comprehensive theory may not even be possible with the number of 
interacting variables that are in play. All but Cross’s model attempt to explain 
participation in formal institutional learning, thereby not taking into account a great 
deal of learning that is occurring in the workplace, in communities, or as individual 
learning projects.
The next section of this review examines adult development models that are 
based on stages, phases, or cycles. An understanding o f various aspects o f stage and 
phase models may help clarify the influence of adult development on professional 
development participation.
Adult Stage and Phase Models
In this section, adult stage and phase models from the research on adult 
development, women’s development, career development, and teacher career 
development are examined for the purpose of refining and clarifying a new model 
that emerged from the findings of this study. The new model has life and work stage
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
53
components that may be enriched by examining previous literature on stage and 
phase models.
Adult Development Stage/Phase Models Psychological Perspective
The study of adult development has expanded over the last few decades and 
research has revealed that adult learners frequently participate in learning activities 
because they are motivated by developmental issues or changes in their lives. The 
focus of much o f this work related to learning is from the psychological perspective 
and “focuses on the individual’s internal process o f development” (Merriam et al., 
2007, p. 305). This view gives little consideration to society’s influence on an 
individual’s development. However, even though it is recognized that society affects 
adult development, the psychological perspective “continues to be a favorite of 
developmental psychologists, even among those studying socially constructed 
identities o f race and gender” (Merriam et al., 2007, p. 305), including recent work 
on women’s midlife development. In an analysis, Merriam and Caffarella (1999) 
noted that the literature is based primarily on clinical studies and personal narratives 
obtained through in-depth interviews. Also, most of the studies have been fairly 
small, highly selective, and most of the subjects in the most-quoted studies have been 
middle class and white. Many of the early studies in the 1970s also tended to have a 
male bias. Even though there is a growing trend to include class, race, ethnicity, and 
sexual orientation factors, most o f the theory building still has not accounted for 
these groups in any substantial ways.
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Merriam and Caffarella (1999) grouped the psychological models of 
development into three categories: sequential, life events/transitions, and relational. 
The sequential models have been the most widely recognized in adult education 
when considering development and learning. However, in the last 10 to 15 years the 
life events/transitions and the relational models have received more notice. For the 
purposes of this study, the models reviewed are those that view the adult life span in 
terms of stages or phases. The relational models that are concerned with the key role 
that women’s relationships play in the development of women will be reviewed in 
the next section, Women’s Learning and Development.
The sequential models all look at adulthood as a series o f stages or phases. 
Levinson (1986) proposed a comprehensive theory o f adult development that was 
based on a series of 40 interviews with adult males between the ages of 35 and 45, 
and 45 women in the same age range. One-third were homemakers, one-third 
college instructors, and one-third business women. The central premise o f his theory 
was that as adults develop, they go through a series of stages that are tied to 
chronological age. In his theory, life structure, the underlying pattern of an 
individual’s life at any particular time, is shaped by the social and physical 
environment. Many of the most important life structures involve family and work, 
although in many instances other factors such as religion, race, and economic status 
are also important.
Levinson, Darrow, Klein, Levinson, and McKee’s (1978) four “seasonal 
cycles” are preadulthood, early adulthood, middle adulthood, and late adulthood,
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each being bound to very specific ages. Men enter early adulthood when they begin 
families and careers. At about age 30, they evaluate themselves, settle down, and 
work towards career advancement. Then at about age 40 men recognize that some of 
their ambitions will not be met. During middle adulthood, men work towards 
refining their skills and assets and deal with their particular individuality. And, 
finally, the transition to late adulthood is when men consider their successes and 
failures and enjoy the remainder o f their lives. When Levinson interviewed women, 
he found that women go through the same cycles that men do; however, the life 
stages of women tend to be tied more closely to the family life cycle than men. In a 
later work, Levinson and Levinson (1996) described these differences as “gender 
splitting,” which “refers not simply to gender differences but o f a splitting asunder— 
the creation o f a rigid division between male and female . . .” (p. 38) that affects how 
each works on developmental tasks.
Goodman, Schlossberg, and Anderson (2006) noted a pattern in research 
findings that attempts to apply Levinson et al.’s (1978) theory to women’s lives. The 
life structures of the women studied appeared to be less stable and more complex, 
and they encountered more obstacles than their male counterparts. These authors 
acknowledged that the timing of family events are far more important to women than 
age-related changes, therefore suggesting that “Findings such as these reflect a 
pattern of moving away from age-based determinants of behavior stemming from the 
greater diversity of roles held by women relative to men, and the increased 
complexity in living out those roles” (p. 8). In addition to questioning the
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importance of age-linked stages to women, Goodman et al. (2006) also noted studies 
(Gooden, 1989; Ross, 1984; Ruffin, 1989) suggesting limitations in Levinson’s 
research related to how ethnic background interacts with Levinson’s stages.
Other educators have also linked age-specific life stages to adult learning 
activities. Havighurst (1972) and Knowles (1980) were two of the earlier authors 
who discussed the link among specific stages in a person’s life such as getting 
married, starting a family, and starting a job. Havighurst (1972) noted that “efforts at 
teaching, which would have been largely wasted if  they had come earlier, give 
gratifying results when they come at the teachable moment, when the task should be 
learned” (p. 7), whereas Knowles (1980) created a list of life tasks for young, old, 
and middle-aged adults and he viewed developmental tasks as producing “a 
‘readiness to learn’ which at its peak presents a ‘teachable moment’” (p. 51).
Not all sequential theorists described development in terms o f chronological 
age. Instead, while development has been viewed by most as hierarchical where one 
step builds on another, not all considered age the main factor. Disagreement also 
exists over the movement between stages. Some researchers, such as Levinson, saw 
the movement as being in one direction, whereas others saw the movement as going 
back and forth between stages throughout an entire life cycle. Erikson (1978), one of 
the more quoted sequential theorists, viewed development as moving back and forth 
between stages, not as movement in one direction.
Erikson’s (1978) developmental theory identifies eight stages that extend 
from birth to death. Since adulthood covers a span of many years he divided it into
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three stages— young adults, middle adults, and older adults. He assigned ages to the 
stages since the ages are appropriate for most people; however, he recognized that 
the ages might vary considerably for some individuals. In each stage that Erikson 
described, there is a conflict that has two opposing outcomes. If  the conflict is 
resolved in a positive manner then healthy development is enhanced; but if  the 
conflict is not resolved or it is resolved unsatisfactorily, negative qualities will 
interfere with further development. In young adulthood (ages 18 to 35), the 
opposing choices are intimacy and solidarity versus isolation, with successful 
resolution producing love and affiliation. Most significant relationships during this 
stage are with marital partners and friends as adults seek meaningful relationships. 
The next stage, middle adulthood (ages 35 to 55 or 65), pits generativity against self- 
absorption or stagnation. Work is crucial as are issues surrounding the family; 
therefore, significant relationships are within the workplace, the community, and the 
family. Strength comes from the care of others and production that contributes to the 
betterment of society, which is what Erikson defined as generativity. If midlife 
crises such as children leaving home, changing goals, and changing relationships are 
not resolved, adults do not move to the next level. Finally, in late adulthood (ages 55 
or 65 to death), adults look back and evaluate what has occurred previously in their 
lives. If adults feel successful and that their lives were meaningful, integrity wins 
out over despair where adults view their lives as failures. The positive resolution of 
this step is wisdom. Since Erikson felt that adults sometimes go back to previous 
stages, his fifth stage, or identity versus role confusion that is usually associated with
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adolescence (ages 12 to 18), is sometimes revisited by adults, especially if major life 
changes such as divorce or death occur during a life span.
While most of these theories have been generally considered comprehensive 
maps of the stages o f adulthood, fairly current articles question how much of 
adulthood still needs to be mapped, and other critics have proposed that these types 
of models are outmoded, especially since they emerged when men and women had 
somewhat rigid roles whereby men were expected to work and women were 
expected to stay home, care for the home, and raise children (Goodman et al., 2006). 
Sheehy (1995), while often critical of Erikson for not dealing with women and 
women’s issues, has now mapped out her own new stages that include a second 
adulthood in middle life as opposed to the older descriptions o f adulthood that 
generally begin at age 21 and end at age 65. She noted that people are living much 
longer and taking longer to grow up.
An alternative to the sequential development models is the notion of life 
events and transitions models. Instead of describing the life cycle in terms of age- 
linked stages and phases, these models look at life events such as birth, death, 
marriage, and divorce as they relate to an individual’s life. Transition as defined by 
Bridges (1991) is “the psychological process people go through to come to terms 
with a new situation. Change is external, transition is internal” (p. 3).
Merriam and Caffarella (1999) recognized authors who illustrated the 
concept of transition as a process. Bridges’s (1991) model consists of beginning 
where one is, letting go of that, moving into a neutral zone between the new and old,
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and finally beginning anew where one decides to move in the new direction. He 
pointed out that these phases may overlap and that one may be in more than one 
phase at a time. Sugarman’s (1986) model, on the other hand, consists o f seven 
phases that also may not necessarily be sequential: immobilization, reaction, 
minimization, letting go, testing, searching for meaning, and integration. And 
Schlossberg, Lynch, and Chickering (1989) described why women in transition have 
both strengths and weaknesses. It is the relationship between strengths and 
weaknesses that determine why different people respond differently to different 
situations. These authors refer to moving in, moving through, and moving out.
Goodman et al. (2006) noted that transition theorists discuss the transition 
process and come to the topic with different perspectives. Some apply the process to 
both individuals and organizations, others discuss the process o f leaving a role, 
others discuss transitions as normal and inevitable parts of living, and one focuses on 
energy and hope. However, “the goal within each o f these theories is adaptation and 
further development through working through the phases of the transition” (p. 49). 
All agree that persons react individually; successful movement through transitions is 
dependent on individuals’ perceptions of the transitions and their individual abilities 
to cope with the transition; transitions are times of opportunity, although they may be 
resolved either constructively or destructively; and while they are a normal and 
inevitable part o f adult development, transitions are generally the most challenging 
and distressing times for individuals. It is also important to note in transition 
theories “the larger the transition—either good or bad—the more it will pervade an
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individual’s life” (p. 50). These models all have implications for educators and 
others because they suggest that there are particular skills that individuals may learn 
that may help adults transverse the life span.
The next section on Women’s Learning and Development continues to 
examine transitions, life events, and relational models that are relevant for women’s 
development.
Women’s Learning and Development
The relational models of development view the role of relationships as key to 
development. Most of these studies come from research in the area o f women’s 
development. Merriam and Caffarella (1999) noted that “The metaphor o f an ever- 
changing web of interconnectedness is often used to describe how women grow and 
develop throughout their lives. These webs often have very different patterns, 
sometimes intricate and other times simple, and yet always changing” (p. 110).
The landmark, most often cited work on women’s development, Women’s 
Ways o f Knowing (Belenky, Clinchy, Goldberger, & Tarule, 1997), has inspired and 
influenced much of the newer work on psychological feminist issues (Hayes & 
Flannery, 2000; Merriam et al., 2007). In that work, the authors interviewed 135 
women from diverse social and ethnic backgrounds in both academic institutions and 
parenting classes. Based on these extensive interviews, Belenky et al. created a 
developmental progression that described how women view the world and construct 
knowledge. While the authors did not state that the progression represented specific
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stages o f cognitive development, the steps appear that way and continue to be 
interpreted that way (Merriam et al., 2007). Belenky et. al. (1997) proposed the 
following sequence of stages or categories that women move through:
1. Silence, a voiceless position in which all knowledge is subject to 
external authority.
2. Received knowledge, in which the individual can receive and 
■ reproduce but not create knowledge.
3. Subjective knowledge, in which knowledge is personal and private, 
subjectively known or intuited.
4. Procedural knowledge, in which there is investment in objective 
procedures for obtaining and communicating knowledge.
5. Constructed knowledge, in which knowledge is seen as contextual, 
objective and subjective strategies are valued, and the individual can 
see herself as a creator o f knowledge. (Goodman et. al., 2006, p. 10)
Belenky et al. (1997) suggested that as a result o f constructing knowledge, 
individuals are empowered and gain a voice and the ability to effect change in their 
own lives. They described women’s development as the aim of education and 
coined the phrase “connected teaching” after “listening to women’s voices” to 
describe how:
[Ejducators can help women develop their own authentic voices if they 
emphasize connection over separation, understanding and acceptance over 
assessment, and collaboration over debate; if  they accord respect to and allow 
time for the knowledge that emerges from firsthand experience; if  instead of 
imposing their own expectations and arbitrary requirement, they encourage 
students to evolve their own patterns of work based on the problems they are 
pursuing, (p. 229)
Caffarella (1996) calls for adult educators to incorporate four key relational
components in their practices illustrating the importance of relationships for women:
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(1) use collaborative interaction as one of the fundamental ways to plan and 
organize learning experiences; (2) foster a climate for learning where learners 
and instructors support each other in the learning process, both in and out of 
formal learning situations; (3) use a cooperative communication style; and (4) 
recognize that feelings are a critical part of fostering relationships in learning 
experiences, (p. 40)
Although Belenky et al. (1997) are often cited to support various educational 
approaches for women, Hayes and Flannery (2000) found that these four authors are 
often misinterpreted or misapplied when they are cited. They also share other 
concerns regarding women’s research, noting that researchers often merely describe 
women’s learning and fail to move towards a more theoretical or conceptual level of 
analysis, and that the research often lacks racial, cultural, and economic diversity 
among the women who are studied.
Erikson’s (1978) work provides the background for the identity status 
research Josselson (1987) conducted that classified women into categories based on 
their identities. She followed 34 women in a longitudinal study and concluded that 
the pathways women follow in their identity development are more important than 
their social roles. Goodman et al. (2006) explained:
In other words, what is relevant is not whether a woman is a mother, a 
worker, or a single parent or childless, but rather the way in which the 
woman separates from family and anchors or commits to the adult world .... 
Whether in work, family, or social areas, the central aspect of identity for 
women appears to be the self-in-relation rather than the self, standing alone, 
(pp. 6-7)
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Gilligan (1993), in her book In a Different Voice: Psychological Theory and 
Women’s Development, challenged Kohlberg’s development theories because they 
focused on men, but were applied to men and women. She argued that different 
issues are relevant and key to women’s moral development including attachment, 
responsibility, caring, and interdependence. Through an expansion in perspective 
that recognizes the importance of these issues Gilligan stated, “We can begin to 
envision how a marriage between adult development as it is currently portrayed and 
women’s development as it begins to be seen could lead to a changed understanding 
of human development and a more generative view of human life” (p. 174).
The psychological perspective where development progresses through 
predictable stages continues to be a popular model even though it is recognized that 
society plays an important role (Merriam et al., 2007). A current model of women’s 
midlife development (Howell & Beth, 2002) was developed after the authors 
interviewed 11 women— seven were Caucasian and four were African-American. A 
three-stage, nonlinear model emerged where one stage rejected midlife stereotypes; 
another explored midlife realities; and the third adjusted attitudes, behaviors, and 
circumstances.
Hayes and Flannary (2000) noted that one o f their reasons for writing their 
book Women as Learners was to pull together information about adult women’s 
learning that is scattered across a broad range of professional literatures and sources. 
They also noted that much of the material does not even appear in either mainstream 
adult and continuing education journals or in conference proceedings read by adult
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educators, therefore making it difficult for scholars to access the material. They 
acknowledged that “changing social and economic factors have led to a tremendous 
growth in the number of women who are participating in formal and informal 
learning activities ... [yet] the typical scenario is either that little is actually done to 
meet their [women’s] needs or that efforts to do so are based on outdated 
information” (p. xi).
In the next sections, theories in the field of career development, especially 
teacher career development, which are based on stage models will be examined. 
These theories may provide insights into the relationships between life stages and 
career development.
Stage Theories of Career Development
Brown (2003) divided career theories into several categories—trait and factor 
theories, learning theories, socioeconomic theories, and developmental theories.
Trait and factor theories emphasize that individuals need to develop their traits 
(including interests, personalities, values, and aptitudes), and that they need to select 
career environments that are compatible with them. Learning theorists tend to 
describe both the choice-making process itself and the process by which individuals 
develop. Socioeconomic theorists focus on the socioeconomic status of the 
individual making choices and/or the influence o f both sociological and economic 
factors on the occupational choice making. Finally, developmental theorists tend to
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assume that factors that influence career choice and development are related to 
stages o f psychological and personal development.
Most of these theories tend to deal mostly with career choices that are made. 
However, Evans, Rotter, and Gold (2002) noted that while vocational choice can 
arguably be considered one of the most important decisions that a person makes in a 
lifetime, an individual spends more time working in a specific occupation than in 
choosing the occupation. Dawis and Lofquist (1984) noted that work comprises 
“two-thirds of the average individual’s life and at least one-third of the average 
adult’s day” (p. 36). Evans et al. (2002) asserted that “the influences o f family and 
culture affect the career development of individuals to a far greater extent than career 
choices affect family and culture” (p. 21). Thus, while the choice o f an occupation is 
important, the affect of the occupation on the family is equally as important if  not 
more important.
Super’s (1990) Life-Span, Life-Space Theory represents the developmental 
theories and to date is probably the most comprehensive (Brown, 2003). Super has 
contributed to the field for over 60 years and with testing and modifications during 
the last 20 years has survived and flourished over that period o f time (Evans et al., 
2002). Super suggested that the life span can be divided into a specific number of 
age-related tasks. He defined five specific life stages: growth (under age 14); 
exploration (ages 14-25); establishment (ages 26-45) where adults settle into an 
occupation, make contributions, and possibly get promoted to higher levels of 
responsibility; maintenance (ages 46-65) where adults maintain their current work
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position, update their skills as needed to keep up with younger people, and plan 
retirement; and disengagement (ages 65-death). Throughout all of these stages the 
central feature is the individual’s self-concept and a second important factor is the 
ongoing compromises that need to be made between what an individual may desire 
to do and the opportunities available due to external forces outside his or her control.
Super (1990) created a life-career rainbow model that illustrates different 
parts of the life span as well as the different roles that a particular individual plays. 
These roles that individuals play during their lives are: child, leisurite, citizen, 
worker, homemaker, spouse, parent, or pensioner. He discussed how the roles 
emerge, interact, possibly conflict with each other, and shape decisions that occur 
when roles are changing. Super also thought that the roles individuals held could 
help guide the planning o f educational offerings. While his original work was based 
on work with white males, it has been expanded and applied to broader populations 
and situations; however, more work still remains to determine the influences of 
multicultural, family, and career factors (Evans et al., 2002).
Miller-Tiedeman (1999) is critical of some of the newer, emerging theories of 
career development, including the stage theories that she viewed as still lingering in 
the shadow of trait, factor, and logical positivism.
The language o f all the emerging theories tends to place professional theory 
first, overlooking life as living art; ... none o f these emerging theories tend to 
(a) place personal knowledge as primary; (b) value the individual as a theory 
maker; or (c) empower the personal journey of the client in a framework 
larger than job. Finally, the litmus test for any theory is its usefulness. Can it 
be used for non-job-oriented situations? (p. 42)
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The New Careering approach proposed by Miller-Tiedeman (1999) suggests that 
careering:
1. Empowers the career theory o f each individual; thereby helping the 
individual work with life, not break him or herself against it;
2. Remains open, varied, and free, rather than limited by parts, levels, 
and stages;
3. Encourages flexibility rather than dependence on pattern and 
prediction; and
4. Works well for all people in any situation, (p. 15)
Miller-Tiedeman endorsed a theory of life, not job, as career; thus requiring 
individuals to get in touch with their deeper spiritual selves.
From a different perspective, Dreyfus and Dreyfus (1986) developed a 
professional development stage model within the field of artificial intelligence, 
which went against the prevailing idea that involved the accumulation o f explicit 
rules to follow in order to perform a task. Their model suggests that explicit rule- 
following only takes place at the basic skill level, not at the more advanced skill 
levels. These higher levels rely on more experience-based proficiency that is not 
easily put in the form of explicit rules. The Dreyfus and Dreyfus Skill Acquisition 
Model contends that skill acquisition in each new area generally goes through five 
stages or skill levels: novice, where explicit rules are usually followed; advanced 
beginner, where context-specific rules as well as explicit rules are applied; 
competent level, where a plan with goals and strategies is created for how to apply 
rules and procedures; proficient level, where each new situation is approached in a
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detached and deliberate way; and finally, the expert level, where professionals are at 
one with their work. Many professionals never reach this expert level.
While recognizing the importance of the Dreyfus and Dreyfus model when 
compared to previous skill acquisition models, D alf Alba and Sandberg (2006) noted 
a major limitation of this stage-based model which may also apply to other stage- 
based models. Their principal critique of stage-based models is that the focus on 
stages actually veils more fundamental aspects of professional skill development.
The focus needs to be on developing an understanding of, and in, professional 
practice. “Stage models of development appear to assume we know what skillful 
performance entails for each area o f skill. It is important to distinguish here between 
being able to recognize skillful performance and understanding what is involved in 
its achievement” (p. 388). Dall’Alba and Sandberg were also critical because there 
is no empirical evidence or studies cited that support the claim that the progression in 
skill development that occurs from one stage to another is in a stepwise manner, and 
the skill acquisition does not appear to have been investigated over time.
These preceding stage theories, while they continue to be influential in their 
fields, require continued research and they need to continue to evolve to make them 
more relevant for today’s changing society. Those theories that account for changing 
family and work patterns, multicultural influences, and other changes in society will 
be the theories that will be relevant for practitioners in the future. The following 
section looks specifically at career stage models for the teaching profession.
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Teacher Career Stages
One of the learning standards from the National Staff Development Council 
(2006) stated that “staff development that improves the learning o f all students 
applies knowledge about human learning and change” (p. 1). One dimensi on of the 
change process that the council recognized is the life stage of individuals who are 
engaged in the change process. Their rationale noted that “while recognition of life 
stage differences would not alter expectations for performance, it may affect an 
individual’s availability and interest in additional work responsibilities during 
different phases of his or her life” (p. 2). The council also noted that staff 
development providers might be able to tap into these life stage differences and use 
the strengths and talents of skillful veteran teachers to mentor or coach less 
experienced peers. Thus, life stages of individual teachers are important, but where 
the teachers are in their own career cycle is also important. Veteran teachers have 
different needs from less experienced peers.
Fessler (1995) presented a working model o f the teacher career cycle. The 
model was built from a synthesis o f the existing literature and extensive interviews 
with teachers. It was further refined using the results o f a national survey of 
teachers’ perceptions of career stages, influences on their careers, and preferred 
incentives and professional development activities. The phases in his model are: 
preservice, induction, competency building, enthusiastic and growing, career 
frustration, career stability, career wind-down, and career exit. The teacher career
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cycle is influenced by two broad categories of environmental conditions: personal 
and organizational. In this model, the personal environment of a teacher includes a 
number of interactive variables such as family support structures; positive critical 
events such as marriage and the birth of children; crises such as illness, death, and 
financial loss; individual dispositions; avocational interests; and life stages. During 
various life stages, Fessler noted that adults question and reflect about career, family, 
life goals, and personal priorities. He found this especially true during the period of 
midlife crises. Fessler stressed that while there is a tendency to view the career cycle 
as a linear process, rather it is a dynamic ebb and flow “with teachers moving in and 
out of stages in response to environmental influences from both the personal and 
organizational dimensions” (p. 187).
Huberman (1995) contended that “teachers have different aims and different 
dilemmas at various moments in their professional cycles, and their desires to reach 
out for information, knowledge, expertise, and technical competence will vary 
accordingly” (p. 193). He assumed that while there are commonalities among 
teachers, no one particular form of professional development may be appropriate for 
all. After reviewing recent paradigms of teachers’ life-span development, he devised 
a generic model that creates “open” and “closed” cycles for both individuals and 
collective groups. His main point is that the novice discusses, debates, experiments 
with more experienced peers, and profits from these experiences. The stabilized 
teacher expands his or her repertoire, both practically and conceptually, to pass from 
subject-matter mastery to its practice in the classroom. Teachers in the
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find it beneficial to revive overused pedagogical routines.
Summary
In the preceding sections of this chapter, adult stage and phase models have 
been examined. While the models and theories examined provide a framework for 
adult development that may assist those who provide services to adult learners, it is 
critical to also consider the limitations inherent in many of the models and theories.
In much o f the work on stages and phases, the life span is looked at as a 
progressive series o f steps that are the paths that many or most individuals pass 
through as they journey through life. Huberman (1995) noted that this view is both 
appealing and problematic. It is appealing because if it is true that a large number of 
teachers all proceed through the same cycles, then profiles o f the teaching career can 
be identified to determine what a successful career entails, conditions under which a 
phase exists can be identified, and support structures can be set up for these phases.
It is problematic in that career development is often thought o f as “a process not a 
series o f events. For some, this process may be linear, but for others there will be 
plateaus, regressions, dead-ends, spurts, discontinuities” (Huberman, 1989, p. 32). 
Huberman (1995) observed that stage theorists who have worked on models where 
age is a key variable are vulnerable to criticism. They have been said to 
underestimate the importance of social and historical factors because of their heavy 
emphasis on the biological and psychological worldviews and they tend to view
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individuals as being passive. Models that view individuals as passive are open for 
criticism because individuals have been shown to influence outcomes when they 
observe and plan out the sequences through which they pass. The random nature of 
development is a role that is also neglected in the stage-based models.
While it is encouraging that women’s development is receiving more 
attention, the fact remains that most of the studies out o f which models and theories 
have emerged have been conducted with middle-class, white males; and generally, 
the educational research has been conducted in formal institutional settings. This is 
problematic when applying these models to elementary classroom teachers because 
the profession is predominantly female, and much o f the professional development 
that teachers participate in is not credit-based formal learning.
Summary of Literature Review
This chapter began by discussing CPD from both the adult education and 
teacher learning perspectives. It then proceeded to review participation in CPD 
literature as well as the adult stage and phase literature from the perspectives o f adult 
development, women’s development, and career development. These reviews 
became necessary because a professional development participation model for 
classroom teachers emerged from this study, and one component of the model is the 
life and work stages of teachers. An understanding o f current research, models, and 
theories is necessary to determine if  the newly emerging model has implications for 
CPD.
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Chapter III contains a description of the research methods used in this study.
It provides information including the design o f the study, the participants in the 
study, and how data were collected and analyzed.




In the previous chapter, literature on adult continuing professional 
development (CPD), teacher learning, participation in CPD, adult development, 
women’s development, and career development was examined. The methods used to 
conduct this study are described in this chapter. Specifically, a qualitative approach, 
including interviews within a bounded educational system, is described. The 
qualitative approach was used to discover how teachers view their CPD activities, to 
explore the factors that influence the decisions they make when they plan their CPD 
activities, and to examine how these activities advance their knowledge and skills. 
Finally, a description o f the location of the study, the methods for choosing 
participants, and the procedures used for data collection and analysis are discussed. 
Explanations o f biases, verification, trustworthiness, and dependability are included.
Design of the Study
This study used a qualitative approach whereby a number of participants 
from a large bounded system were interviewed with the intent o f reaching saturation.
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The data were then analyzed using the constant comparative technique. Thus, by 
using a data collection technique that makes it possible to reach saturation and using 
constant comparison as the data analysis technique, the groundwork was laid for the 
potential emergence of a new model.
This qualitative approach was used to contribute to an understanding of 
participants’ CPD by analyzing transcripts of participants’ interviews; developing 
codes, categories, and themes inductively; and generating working hypotheses from 
the data. Little published research exists that generates theories or models that posit 
how classroom teachers select particular CPD activities and how these activities 
influence their professional knowledge and improve their practice. Even less current 
literature is available when the process to improve professional competence involves 
both federal and state mandates such as NCLB and the Illinois Certificate Renewal 
Process. Therefore, a qualitative research design, where knowledge is gained from 
an inductive analysis, may provide linkages among several largely independent areas 
of research: CPD, participation in CPD, teacher learning, adult development, 
women’s development, and career development. What emerges mirrors what Shank 
(2002) referred to as “patterns of order that seem to cut across various aspects of the 
data” (p. 129).
A qualitative approach was the most appropriate approach for answering the 
research questions in this study because all eight o f Creswell’s (1998) compelling 
reasons for conducting qualitative research were applicable. First, the research 
question began with “how” so interviews were used to describe what was going on
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rather than looking for comparisons among groups or relationships among variables 
that would have been investigated if  quantitative questions were asked. Second, the 
connection between CPD and updating professional competence needed to be more 
thoroughly explored because there is a lack of theory that explains potential 
relationships. Third, there was a need for a detailed view of the topic since it has 
been strongly suggested that the CPD of teachers is an important factor in the school 
reform movement and published studies do not explain relationships. Fourth, this 
study was conducted in the natural setting o f a school district where teachers who 
were participating in CPD activities were available for interviews. Fifth, the 
researcher became part of the study since interviews and interpretations were 
necessary to gather the data needed to address the research questions. Sixth, there 
was sufficient time and resources available to spend on extensive field data 
collection and detailed data analysis. Seventh, the university audience was open to a 
qualitative research study, and finally, the researcher in this study had the 
background and experience to act as an active learner who was able to analyze the 
experiences o f the participants.
Within the qualitative traditions of inquiry, a case study is an exploration of a 
“bounded system” or a case over time through detailed, in-depth data collection 
involving multiple sources of information rich in context. A case is bounded by both 
time and place (Creswell, 1998). Since it is the unit o f analysis that determines 
whether a study is a case study, other types o f studies can be combined with case 
studies (Merriam, 2002).
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This study legitimately combines the grounded theory and case study 
approaches because the prerequisites for a grounded theory study, collecting data 
until saturation is reached and using the constant comparison technique for data 
analysis, are in place; therefore, the conditions are present from which a model may 
emerge from the data.
This case study focused on the views of a group of elementary classroom 
teachers in a midsize school district in northern Illinois. The teachers involved in 
this study were drawn from a finite number of people who could be intervi ewed over 
a set time period. Therefore, the system was “bounded” and this case was “a 
specific, a complex, functioning thing” (Stake, 1995, p. 2). Even though this case 
was a bounded system, there were many potential participants that could be available 
to be interviewed; therefore, the possibility of reaching saturation was not unrealistic. 
This was a within-site study and theoretical sampling was used to select individuals 
within the bounded system who could contribute to an evolving theory should one 
emerge (Creswell, 1998). Hence, the sample selection process was ongoing during 
the study, and the total sample was not selected prior to beginning interviews 
(Merriam, 1998).
Qualitative case studies are further defined and characterized as being 
particularistic, descriptive, and heuristic (Merriam, 1998).
1. Particularistic. Case studies “focus on a particular situation, event, 
program, or phenomenon. The case itself is important for what it 
reveals about the phenomenon and for what it might represent” (p. 29).
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This study examined the phenomenon of the CPD o f elementary 
classroom teachers and it explored the factors that influenced their CPD 
and how this advanced their knowledge and skills.
2. Descriptive. Case studies are a “rich, ‘thick’ description o f the 
phenomenon under study” (p. 29). In this study, direct quotes from the 
participants as well as the analysis of coded transcripts from the 
interviews helped generate complete, accurate, rich description o f the 
phenomenon.
3. Heuristic. Case studies “illuminate the reader’s understanding of the 
phenomenon under study. They can bring about the discovery of new 
meaning, extend the reader’s experience, or confirm what is known” (p. 
30). From analysis of the transcripts and observations noted during the 
interviews, five major themes and a new professional development 
participation model emerged, which led to implications for education 
that may be helpful for teachers and administrators, as well as for adult 
education providers.
Location Selection
As a case study is conducted within a bounded system, the unit being 
researched intrinsically limits data collection to that residing within the system. In 
this study, the research was limited to elementary classroom teachers in the Goodell 
School District (alias). Goodell is a university town in Illinois. The district has
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approximately 5,500 students (approximately 27% minority, 31% low-income, and 
5% limited-English-proficient) and 340 teachers. There are nine elementary 
kindergarten through fifth grade (K-5) buildings, two sixth through eighth grade 
middle schools, and one high school. All nine of the elementary schools are making 
Adequate Yearly Progress (AYP) as reported on their Illinois School Report Card 
(2005). This unit also represents a “typical” sample in a midsize school district, and 
it “is not in any major way atypical, extreme, deviant, or intensely unusual” 
(Merriam, 1998, p. 62).
The Goodell School District spent approximately $364,000 during the 2006 
school year for CPD. Each district school is given $6,000 from the district budget 
and an additional $292,000 is obtained by the district from grant sources. Title II 
monies (Eisenhower Grants) totaling $143,000 paid for conferences, on-site 
activities, and local district presenters. Fifty-nine percent o f the teachers (221 out of 
372) used these Title II funds. Fifteen percent or $132,000 o f the Title I funds 
(based on low income population and used for NCLB mandates) were used by 123 
district participants for staff development. In addition, $17,000 from Title IV funds 
(Drug Free and Safe School Funds) was used for staff development (district staff, 
personal communication, January 17, 2007). It is interesting to note that many o f the 
funds used for CPD were earmarked for particular uses.
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Participant Selection
Eighteen participants to be interviewed were ultimately selected from a group 
of 83 certified elementary (K-5) classroom teachers in the Goodell School District. 
The teachers in the pool from which interviewees were chosen were tenured 
teachers, meaning that they had taught in the Goodell School District at least four 
years. Theoretical sampling was used to select three teachers from each grade level, 
and all nine of the elementary buildings in the district were represented. The process 
began by selecting an initial sample that was chosen because it consisted of 
individuals who had the necessary knowledge and insights to contribute meaningful 
data to this study because all participants had participated in CPD activities and the 
Illinois Certificate Renewal Process.
Eighteen participants were initially selected as participants, allowing for each 
grade level to be represented by three teachers. If saturation had not been reached 
after 18 interviews, the sample size would have been increased to 24, adding one 
more teacher to each grade level. The importance o f grade levels will be discussed 
later. However, 18 turned out to be “an adequate number of participants ... to 
answer the question posed at the beginning o f the study (in the form of the purpose 
statement)” (Merriam, 1998, p. 64). And 18 was a sufficient number to reach what 
Lincoln and Guba (1985) referred to as sampling until a point o f redundancy or 
saturation is reached.
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This study was limited to elementary teachers because the researcher 
recognized as a result o f 35 years working in public education that the needs and 
attitudes of elementary teachers are often different from those expressed by 
secondary teachers. The emphasis at the secondary level is generally more subject- 
oriented than the emphasis at the elementary level because most secondary teachers 
primarily teach one subject, whereas elementary teachers generally teach more 
subjects. These differences attributed to grade level focus may influence how 
teachers view CPD.
At the outset o f the study, the researcher determined that as long as all 
elementary schools in the district were represented, the number o f teachers from a 
particular grade level was more important to the study than the number coming from 
each building. In an environment where state and federal mandates require testing at 
particular grade levels, it was important to make sure that each grade level was fully 
represented because teachers at different grade levels may have different needs and 
impressions o f CPD. These impressions played out in the findings o f this study, 
which are discussed in Chapter IV. In addition, the Goodell School District had 
recently been restructured. It changed from a K-5 to a K-6 configuration, many 
elementary teachers were moved into different school buildings, and there were also 
several principal changes. Therefore, cultures within the current schools had not had 
long to develop and were even less important than if  school staffs had been together 
for many years. Many CPD experiences that teachers had participated in occurred 
when they were teaching in different buildings.
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Only tenured teachers were interviewed. Nontenured or novice teachers are 
often dealing with so many new experiences that it might be more difficult to isolate 
CPD concerns from other issues that are a result o f being “new” or “learning the 
ropes.” Also, many nontenured teachers are beginning or are still working on 
master’s degrees; and, therefore, much of their CPD is already determined by their 
degree program requirements. As a result of the Illinois Certificate Renewal Process 
that set up a three-tiered system, novice teachers are working on an Initial Teaching 
Certificate and their requirements are different from the teachers who are renewing 
standard or master certificates. By eliminating nontenured teachers from the pool of 
participants, all o f the participants were dealing with the same set o f state certificate 
renewal procedures.
Prior to beginning the study, it was necessary to obtain permission to conduct 
research in the Goodell School District. An application was completed (see 
Appendix A) and the researcher attended a school board meeting to answer questions 
that school board members had prior to their vote approving the request. Two 
questions were asked. One member wanted to confirm that the interviews would not 
be conducted during school time and the other had a question regarding the number 
of participants. The application was approved.
The researcher obtained the names and hire dates for all district elementary 
teachers from the district office. Using this list and staff lists generated from the 
district website which described the positions that each teacher held, a master list 
was created that listed all tenured elementary classroom teachers in the district. A
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letter (see Appendix B) was sent to 83 teachers whose names appeared on this list via 
the school district mail system that invited them to participate in this study. This 
letter addressed the purpose and nature of the study, the expected procedure for the 
interviews, the time expectations for the study, the lack of foreseeable risks they 
might incur as a result o f the study, and contact information for questions potential 
participants might have related to the study. An information sheet was included in 
the letter that asked for the following demographic information: current teaching 
assignment including both grade level and school, previous teaching assignments in 
the district, number o f years taught both in and out of the district, and tenure status. 
Teachers were asked to fill out the form, indicate if  they would participate in the 
study, including audiotaped interviews, and return the information sheet through the 
district mail system in an envelope addressed to the researcher that was included 
with the mailing.
Twenty teachers responded to the letter. Nine responded that they would like 
to participate and eleven said that they did not want to participate. While procedures 
were in place prior to the study to select participants if  too many teachers 
volunteered from a particular grade level or school, it was not necessary to use these 
measures since only nine teachers volunteered initially and they represented different 
grade levels and school buildings that fit within the parameters of the study.
Once the responses were received, the researcher contacted the volunteers by 
telephone to arrange times and places for the interviews that were convenient for the 
participants. As the interviews progressed, three additional teachers were selected
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for the study through snowball sampling when they were referred to the researcher 
by other teachers who participated in the study (Merriam, 1998). The remainder of 
the participants were contacted by the researcher and asked to participate because 
they fit a particular profile. They represented a particular grade level, school, or both 
since the study required three teachers from each grade level and all nine schools had 
to be represented.
Identifying teachers with particular profiles became necessary as data 
collection progressed, because the pool of tenured teachers from a given school, 
especially a smaller school, was often fairly small. Approximately 78% of the 
Goodell School District elementary teachers were tenured and the smallest school 
only had six classroom teachers in the pool. Therefore, when the pool was restricted 
by both school and grade level taught, there were a limited number o f teachers to 
contact who fit the study criteria. This was especially true for the last teachers 
contacted because there were specific demographic requirements that still had to be 
met to insure that all schools were represented and that there were three teachers 
from each grade level. It turned out that two of the teachers who originally 
responded that they were not able to participate agreed to participate at a later date.
Introduction of Participants
All the teachers interviewed in this study were tenured elementary classroom 
teachers. In the Goodell School District, more than three quarters of the elementary 
teachers were tenured, making this group representative of most teachers in an
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elementary building. Six grade levels, kindergarten through fifth grade, were 
represented by three teachers per grade level. The average number o f years of 
teaching experience for the teachers interviewed was 20 years. Three teachers had 
taught less than 10 years, 4 teachers were close to retirement with between 32 and 38 
years of teaching, and the remaining 11 teachers had between 14 and 27 years of 
teaching. Thus, all the teachers who were interviewed for this study were 
experienced teachers, well beyond their novice years. Even the three teachers who 
had taught less than 10 years had many additional life experiences that enriched their 
classrooms. The youngest was married and in her mid 30s, another was 47 years old 
and had a son, and the third was 53 and married with three children. Therefore, most 
of the teachers interviewed, except those nearing retirement, tended to be near the 
median age of 49 and had close to 20 years o f teaching experience, which was the 
average number o f years o f teaching experience for the interviewees.
All participants except one were females and all but four o f those interviewed 
had at least a master’s degree. This was a highly educated group of teachers; 
however, this is a typical pattern exhibited in the district by tenured teachers. There 
was an even split between those participants who were still eligible for salary credit 
pay increases and those who were no longer eligible for salary credit pay increases. 
This will be explored in greater depth later in the findings section of this study. See 
Table 2 for more detailed demographic information.

















# o f  
children/ 
# at home
Ages o f  
children
No longer 
eligible fo r  
salary credit
Eligible fo r  
salary credit
M aster's + hours 
D egrees or 
Certificates
Bonnie 5* 13 39 Married 2 / 2 4, 8 — Yes M aster’s + 22 
Type 75
Rita 5th 23 41 Married 2 / 2 6, 14 Frozen Frozen No m aster’s
(15 hours graduate
school)
Rachel 5th 21 55 Married 3 / 1 2 2 ,2 5 ,2 8 Yes . . . M aster’s + 30
Bill 4th 33 56 Single 0 Yes . . . M aster’s
Izzy 4th 6 36 Married 0 . . . Yes M aster’s
Michelle 4* 18 55 Married 2 / 0 2 7 ,3 0 Yes . . . M aster’s + 33
Lynn 3rd 17 39 Married 3 / 3 3, 11, 14 — Yes M aster’s & 
Type 75
W endy 3rt 27 54 Married 2 /1 -2 17,21 Yes . . . M aster’s + (30+)
Ruth 7 53 Married 3 / 1  in 
college and 2 
in graduate 
school
2 1 ,2 2 ,2 3 Yes W orking on 
m aster’s
Chris 2°^ 35 59 Married 0 Yes . . . M aster’s + 30
Mary 2nd 15 49 Married 2 / 1 2 3 ,2 7 Yes . . . M aster’s + 30
Nancy 2°^ 38 68 Divorced for 36 
years
2 / 0 3 5 ,3 7 Yes — M aster’s + 35
Pam p 32 57 Married 2 / 0 27, 30 Yes . . . M aster’s + 30
Sally Is1 15 44 Married 3 / 3 10, 13, 15 Yes . . . M aster’s
Valerie 1st 8 47 Single 1 /1 15 . . . Yes M aster’s
Betty K 16 41 Married 4 / 4 2, 10, 12, 13 Frozen Frozen N ot currently in a 
program
Patricia K 14 53 Married 3 / 0 2 4 ,2 4 ,2 6 . . . Yes M aster’s





Personal semistructured, open-ended interviews were conducted with 18 
kindergarten through fifth grade elementary teachers. All of the interviews lasted 
between 30 and 60 minutes. See Appendix C for interview questions and Appendix 
D for the protocol that was used.
The Informed Consent Form (see Appendix E) was shared with the 
participants prior to the interview. They signed this informed consent that also 
granted permission to audiotape the interview. The Information Sheet that was 
included with the Introductory Letter (see Appendix B) was also filled out before the 
interview started by those teachers who had not returned them at the time they 
volunteered for the study. The interviews were then audiotaped, transcribed, and 
later sent out to the participants for review. The transcriptions o f the interviews were 
prepared by the researcher.
It was necessary to send out a follow-up e-mail to participants (see Appendix 
F) as the analysis phase o f the study was taking place to gather some additional 
demographic information that the researcher determined was necessary. The 
researcher assigned pseudonyms to the participants as well as to the schools, district, 
and university mentioned in this study to be used when results were reported.
The data collection technique or interviewing that was used in this study had 
a realistic chance o f reaching saturation because there were many potential 
participants who could have been available to be interviewed if  new information
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continued to be uncovered. Saturation is “a matter of reaching the point in the 
research where collecting additional data seems counterproductive; the ‘new’ that is 
uncovered does not add that much to the explanation” (Strauss & Corbin, 1998). 
Shank (2002) noted that “saturation most often makes its presence known through 
observation via the process of anticipation ... [and] ease of categorization is another 
[indicator of approaching saturation]” (p. 30). As this study progressed and the 18 
participants were interviewed, it became possible for the researcher to anticipate and 
even predict what information teachers would share and how participants would 
respond to particular questions. While their responses were not surprising to the 
researcher, the universality o f their responses was surprising. After transcribing and 
beginning to assign codes to particular words, phrases, and paragraphs, a point was 
reached when responses were able to be assigned to pre-existing categories and new 
codes did not need to be created. This suggested that saturation had been reached 
and that little information could be gained by interviewing more participants. Hence, 
one of the prerequisite conditions was met for a model to emerge using a grounded 
theory approach.
Data Analysis
The researcher in this study selected Qualrus: The Intelligent Qualitative 
Analysis Program (2002), a qualitative analysis computer program, to assist in the 
analysis o f the data. After an introduction to Qualrus, it was determined that this 
program appeared to meet the needs o f the researcher and was compatible with the
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hardware that would be used for the study. The researcher was pleased that the 
program was capable of more than text retrieval, text-based management, and code- 
and-retrieval; and that it contained features for providing greater support for theory 
building. The program’s documentation reported that what distinguishes Qualrus 
from other qualitative analysis computer programs is its emphasis on using 
intelligent strategies to permit the computer to assist researchers with all aspects of 
qualitative research. The documentation also reported that during the coding stage, 
every time a code is entered the program becomes more knowledgeable and can use 
that knowledge to help guide the researcher. At the analysis and reporting stages, 
Qualrus also offered intelligent tools specifically designed for the common research 
and analysis of qualitative tasks.
During the coding stage of this study, Qualrus was used to mark segments of 
text with qualitative codes created by the researcher. Then later, during the analysis 
stage, these codes were retrieved and the researcher sorted the text segments into 
common categories that eventually led to sorting by themes. While these themes 
were being developed, Qualrus was used to search and then sort the data when 
looking for text segments or quotes that fit the patterns that emerged. Finally, during 
the reporting stage, Qualrus was used to locate relevant quotes through various types 
of searches and reports, to determine the frequency in which words or phrases were 
used, or to reveal the number of participants who responded in a particular manner or 
pattern. While Qualrus is capable o f using intelligent strategies to generate codes, 
sort data, and identify patterns, this study did not use these capabilities because the
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patterns that emerged were identified by the researcher without the use of the 
computer program. Therefore, Qualrus was used only for text retrieval, data 
management, and code-and-retrieval even though the program was capable of using 
other intelligent strategies and tools that could have supported theory building.
The data gathered for this study were analyzed using the constant 
comparative method o f data analysis. This process involved “continually comparing 
one unit of data with another in order to derive conceptual elements” (Merriam,
2002, p. 8) that might provide a framework for model building or theory 
development. “Through constantly comparing incident with incident, comparing 
incidents with emerging conceptual categories, and reducing similar categories into a 
smaller number of highly conceptual categories, an overall framework or substantive 
theory develops” (Merriam, 2002, p. 143). As noted by Glaser (1992), if  or when a 
model or theory emerges from the data analysis, the grounded theory must meet four 
central criteria: fit the data, work in terms of a useful explanation, be relevant to 
actual problems, and be capable of being modified by future inquiry.
The analytic method, constant comparative, used in this study is based on 
immersion in the data and repeated sortings, codings, and comparisons that can set 
the stage for using a grounded theory approach. During the review of the transcribed 
interviews, the analysis o f the data began with open coding. Strauss and Corbin 
(1998) described open coding as “the analytic process through which concepts are 
identified and their properties and dimensions are discovered in data” (p. 101). 
During this phase, the data were broken down into discrete parts, closely examined,
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and compared and contrasted. The words of the participants helped guide the 
development and assignment of codes or categories to words, phrases, or paragraphs. 
As the teachers shared CPD experiences, their discussions tended to relate to their 
participation in specific CPD activities. Therefore, the researcher began coding by 
assigning categories to specific questions related to participation in CPD. Categories 
included: Why did you select continuing professional development activities, Why 
didn’t you participate in continuing professional development activities, Why did 
you like the activity, How did the activity make you a better teacher, Is the activity 
related to NCLB or SIPs. These categories were then further clarified by assigning 
subcategories. For example, the category “Why did you select a continuing 
professional development activity?” was further defined with subcategories such as 
cost to participant, participant need of the content, help for participants in the 
classroom, and many more.
After open coding, axial coding, where the fractured data are put back 
together in new ways, followed. Axial coding is “the process o f relating categories 
to their subcategories” (Strauss & Corbin, 1998, p. 123), and as noted by Mertens 
(2005) is where:
the researcher puts the parts of the data identified and separated in open 
coding back together to make connections between categories .... During 
this phase, you build a model of the phenomena that includes the conditions 
under which it occurs (or does not occur), the context in which it occurs, the 
action and interactional strategies that describe the phenomena, and the 
consequences of these actions. You continue to ask questions of the data; 
however, now the questions focus on relationships between the categories.
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You begin to formulate possible relationships and continue to search the data 
for verification or negation of the hypothesized relationships, (p. 424)
Data analysis during axial coding yielded five major categories that emerged 
from the data. These five major categories or themes all centered on the 
participation of classroom teachers in CPD. The five themes were called: What’s 
Good for Kids, What’s Good for Teachers: Stage Over Age, What’s Good for 
Teachers: Why Participate, Collegiality, and Kids Over Legislation.
Finally, selective coding was used to form a grounded theory for the 
participation of teachers in CPD. Selective coding is “the process o f integrating and 
refining categories” (Strauss & Corbin, 1998, p. 143) by selecting one central 
category and relating the other categories to it. A central category emerged that 
related all five major categories to it and all of the participants’ comments pointed to 
this concept. This selective coding process integrated the categories to form a 
framework for building a participation model. This central, suggested category was 
a participation model for classroom teachers, and the major categories were either 
participation indicators for CPD or they were outcomes of CPD participation.
Concept maps, which graphically represent concepts, themes, and linkages 
within a framework that focus on retaining meaning (Novak & Carias, 2006), were 
also created to depict the connections that participants described between the 
activities they chose to participate in and the advancement o f their knowledge and 
skills. Prior to the emergence of the professional development participation model 
that graphically illustrates the connections among concepts, there were numerous
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working drafts o f maps, flow charts, and tables formulated that were precursors to 
the final model. The combination of the two data analysis strategies— constant 
comparative method and concept mapping— assisted the researcher in examining the 
connections among concepts.
Verification and Transferability
According to Creswell (1998), verification is “a distinct strength of 
qualitative research in that the account made through extensive time spent in the 
field, the detailed thick description, and the closeness to participants in the study all 
add to the value o f a study” (p. 201). This study used several procedures to verify 
the results, and, therefore, increase the usefulness of the themes and model that 
emerged.
The biases of the researcher were clarified at the outset o f the study. While 
the data collection did not take place over a long period of time, the background of 
the researcher that included 10 years of teaching and 24 years as a school guidance 
counselor was important in making decisions about what was important to study and 
what was relevant to the purpose of the study. Working in education for that amount 
of time gave the researcher the knowledge necessary to be able to separate fact from 
fiction if it became necessary; to draw on past experiences to understand responses; 
to frame questions in a nonthreatening manner using educational jargon; and to ask 
appropriate, probing questions that could elicit responses from participants without 
leading them to preconceived answers. The researcher is a trained interviewer with
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expertise in understanding the nature of how people share information. As a 
counselor, the researcher was also trained to guard against letting potential biases or 
assumptions influence the interview process or the analysis of the data.
Also, while the researcher was employed as a middle-school guidance 
counselor in the district where the participants taught, the teachers who were 
interviewed were in elementary buildings. Therefore, the researcher had never 
worked in the same building with any of the study participants and was not familiar 
with much of the CPD of elementary teachers. Secondly, the researcher worked with 
teachers who were required to complete CPD; however, a school guidance counselor 
is not mandated by the State o f Illinois to participate in CPD. The researcher, 
therefore, did not have personal experiences with the Illinois Certificate Renewal 
Process. It should be noted, however, that the researcher was aware prior to the 
study that many teachers were discontented with the process.
Member checks were conducted. To assure the researcher’s understanding of 
the participants’ responses, written transcripts o f their interviews were provided to 
the participants after the interviews were completed to review for accuracy. This 
basic strategy, called member checking, permitted participants to check for 
inaccurate statements or to add or clarify wording as needed.
Triangulation of information was used. Data triangulation, or searching for 
the convergence o f information as noted by Stake (1995), was used to check for 
consistency o f answers from individuals and for answers that were similar from 
multiple participants. This process involved collecting data from 18 different
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subjects and checking individual participants’ responses to determine if  the 
participants gave consistent answers when discussing various CPD activities.
Rich, thick descriptions were used in this study when recounting in detail the 
participants or setting o f the study. This permits a reader o f the research to decide on 
the transferability o f the research. When the description is detailed, the reader is able 
to determine if  the findings of the study can be transferred to a different setting 
(Creswell, 1998).
Summary
This chapter included the rationale for using a qualitative approach and 
potentially conducting a grounded theory study within a case study to answer the 
research questions. It then explained how a location and participants were selected 
and how data were collected and organized. This chapter also introduced the 
participants. Verification and transferability were also addressed. Chapter IV 
contains the findings and discussion of the research, including descriptions o f the 
themes.




The purpose of this study was to discover how classroom teachers 
conceptualize staff development. The participants in this research were all tenured 
elementary classroom teachers. This chapter introduces these interviewees by 
examining their discussions related to how they viewed staff development, what 
influenced their decisions when they selected staff development activities, and how 
they used the knowledge gained from these activities. After an initial introduction of 
the themes that emerged from the findings, the remainder o f the discussion 
examining the views of the teachers is organized according to themes. The 
participants’ own words are used to explain the themes.
Five major themes emerged from the analysis o f the data. First, teachers 
selected most staff development activities because they perceived them to be 
activities that would help them help their students learn. Second, teachers’ 
lives/work stages influenced the types of staff development activities in which they 
participated. Third, the staff development activities actually attended by teachers 
were selected from other worthwhile opportunities for particular situational,
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institutional, and social reasons. Fourth, staff development was influenced by the 
value that teachers placed on collaboration and relationships with colleagues. And 
finally, most teachers did not select staff development activities because o f NCLB 
legislation or school improvement plans; however, the activities they selected tended 
to help teachers help their students perform better in the same subjects (especially 
reading and mathematics) that are targeted in NCLB legislation. Table 3 gives brief 
descriptions of these themes. The next section in this chapter explores the theme 
What’s Good for Kids.
What’s Good for Kids
As the interviews for this study progressed, desirable staff development 
activities were described with such words as helpful, useful, relevant, worthwhile, 
and beneficial. As the interviews were transcribed and further analyzed, an 
underlying theme emerged indicating that teachers selected most staff development 
activities because they perceived them to be something that would help them help 
their students in their classrooms. The teachers felt that they needed the knowledge 
derived from these activities to help them become better teachers.




Theme B rie f Description
What’s Good for Kids Teachers select most staff development activities 
because they perceive them to be activities that will 
help them help students in their classrooms learn. 
The teachers feel that they need the knowledge 
derived from these activities to help them become 
better teachers and thus improve their practice.
What’s Good for Teachers: 
Stage Over Age
Teachers’ lives/work stages influence the types of 
staff development activities in which they 
participate. Lives/work stages is more influential 
than age or number o f years taught.
What’s Good for Teachers: 
Why Participate
Activities actually attended are selected from other 
worthwhile staff development opportunities for 
particular situational, institutional, and social 
reasons.
Collegiality Staff development is influenced by the value that 
teachers place on collaboration and relationships 
with colleagues.
• Networking/collaborating with colleagues 
influences what staff development activities are 
selected by teachers.
• Instruction by colleagues is a desired learning 
method for teachers.
Kids Over Legislation Most teachers do not select staff development 
activities because o f NCLB legislation or school 
improvement plans; however, the activities they 
select tend to help teachers help their students 
perform in the same subjects that are targeted in 
NCLB legislation.
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This theme was stated in different ways, but all o f the study participants 
repeatedly noted that the staff development activities that they wanted to take or had 
already taken and benefited from would help them in their classrooms. Patricia 
commented, “[I]f you are going to go [to staff development], it had better be good. It 
has got to be well done, and it has got to be useful. And it has got to be relevant,” or 
Bonnie said, “it is not just a rote thing you are going through just to get a CPDU. It 
needs to be applicable and worthwhile.” When discussing a workshop she attended, 
Mary commented,
[The presenter] was a big name in [children’s] literature and what he was 
talking about was nothing that I could take back to the classroom and actually 
use and I just thought that this was a waste of my time.
Thus, the teachers acknowledged that they wanted staff development opportunities 
that they would be able to take back to their classrooms and use with their students. 
Using it in their classrooms was what made it valuable.
Most of the participants recognized that becoming a better teacher was also 
something that would ultimately help them help their students. When responding to 
the question, “Do you think that you would go if  you had to pay for it yourself?”, 
Izzy, one o f the younger, less experienced teachers, remarked, “If I thought that it 
was valuable enough, yes, ... I would pick one not two [workshops], but if  I thought, 
boy this is really going to help me be a better teacher, I would go. Yeah, definitely!” 
Wendy, a more experienced teacher, commented,
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Look, I am a person who has a master’s plus like 108. I don’t know how 
many hours. It is like ridiculous .... I was way past any salary schedule. 
That is just who I am because I want to be the best that I could be for my 
students so I could do whatever I am doing in a professional and productive 
fashion.
The type of classes or workshops that teachers signed up for appeared to be 
shaped by what the teachers were currently experiencing in their classrooms.
Patricia noted, “to me, year to year, it’s who do I have in my classroom and what do 
I want to know about because of the kids that I am working with now.” Another 
teacher, Phyllis, noted that she had taken some special education workshops that she 
had found “helpful” because of “the kids coming in. I mean I have taught 24 years 
and the Asperger’s, the autism, the ODD [oppositional defiant disorder]” are all 
disorders that she was now asked to deal with that she had not received training in 
during her initial teacher training. Others did not state it as succinctly, but several 
teachers noted that they were taking workshops and/or classes to learn teaching 
strategies that would help them work with Spanish-speaking students or students 
who are living in poverty and entering their district in larger and larger numbers. 
Bonnie stated that she had “tried to concentrate on two main areas. And that would 
be anything having to do with literacy and anything having to do with 
multiculturalism.” When asked, “Why those particular areas?” she responded, 
“Because those are the two most troubled areas in [Goodell].” Thus, those teachers’ 
choices of staff development activities were influenced by the students who were
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coming into their classrooms. Again, they were selecting activities that would help 
them in their classrooms with their students.
It was interesting to note that teachers in different elementary schools and at 
different grade levels tended to comment positively on the same workshops that the 
district either sponsored or encouraged teachers to attend. The quote that follows 
from Mary describes how a workshop was “helpful” and how it could be used in the 
classroom:
What I liked about [named presenter’s thing was that she actually brought 
the containers, brought the Ziploc bags, showed how to actually do it, not just 
tell you. She brought in examples, ... and she actually went through a lesson 
like we were the children, passed out the books, did a guided reading lesson 
and said this is what you should ask. So you got a sense o f what you should 
do and how your guided reading groups should be run .... It is helpful.
Besides comments by teachers that they liked classes where they learned 
strategies that helped them in the classroom, several interviewees who could no 
longer earn salary credit noted their preferences for workshop formats over 
university credit classes because they were more “useful” in the classroom. Rachel 
remarked:
The other workshops that I have taken have been excellent so you tend to go 
back to those. I think that I have learned more from those than I would a 
college class per se because it is relevant and I will use it. The one thing 
about [named presenter] was that she started out the whole thing with, “If  you 
are not going to use it [information from workshop], throw it away. Don’t 
keep it.”
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While all o f the participants in this study concurred that when given choices 
they selected most o f their staff development activities because they thought that 
they would help them help students in their classrooms, teachers who were still 
earning advanced degrees or certificates acknowledged that they sometimes were not 
able to participate in all of the activities they wanted to because they were obligated 
to take classes for their degrees or certificates. A teacher working on a Type 75 
certificate noted,
I guess that was all that I did this year between that and my classes .... I had 
finance this year and I really had to focus on that since it has been a long time 
since I have had to concentrate on numbers.
While teachers were cognizant that they needed staff development activities 
for recertification, the teachers who were aware o f the new guidelines for the State of 
Illinois Certificate Renewal Process (ICRP) did not appear too concerned about 
earning enough CPDUs or taking classes for the process. Patricia commented, “You 
just need to save up everything you are doing .... I have not looked at it at all.” And 
Bonnie noted, “I’m not concerned that I haven’t kept them up.” When thinking 
about how many extra CPDUs she had, Nancy responded, “I probably have so many 
CPDUs. I did on my original [plan] have something like 30 or 40 extra.” Only those 
teachers who had not yet realized how the system had changed voiced concerns 
about the recertification process and how it affected their staff development. Ruth 
discussed her frustration with the CRP:
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Up until the plan, I was picking things that I just thought would help me 
personally become a better teacher, so I picked according to that. Then when 
the plan came in, then I picked according to cost, and would it fit into the 
plan, and what was I going to get from it. And it really kind of changed my 
focus on how I picked things, because initially I didn’t just get stuck with, ... 
I didn’t just choose according to how much is this going to cost me and how 
many CPDUs am I going to get and how is this and how much is [that]. And 
now I had to fit into some kind of documentation, and so I passed up a lot of 
things that I knew would actually benefit me.
The responses from the teachers who understood the new recertification process 
tended to illustrate that the new process was no longer much of a factor when 
teachers selected staff development activities. For most of the teachers, the 
recertification process had become an afterthought, and it was not a significant factor 
when they selected staff development activities to attend.
In summary, this theme captures the essence that teachers selected most staff 
development activities because they perceived them to be something that would help 
them help their students in their classrooms; in other words, What’s Good for Kids, 
ft is good for students when staff development makes teachers better since they use 
the strategies or knowledge gained through staff development to improve the 
performance of their students. The word “kids” is used when labeling the theme 
because it is the term that the vast majority o f the teachers used during their 
interviews when referring to their students. The next section discusses the theme 
What’s Good for Teachers: Stage Over Age.
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What’s Good for Teachers: Stage Over Age
While teachers selected staff development activities that they thought would 
help them in their classrooms, it became apparent that the activities that they actually 
attended were often selected from other worthwhile offerings based on what was 
going on in their own lives at the time. Further analysis identified another theme that 
emerged from the interviews indicating that teachers’ life/work stages influence the 
types of staff development activities in which they participate. These stages were 
shown to influence the selection of staff development activities more than the age of 
the teacher or the number of years that they had taught.
There did not appear to be a direct link between the age of the participants in 
this study and the number of years they had taught except for the four teachers who 
were nearing retirement, who all had over 32 years o f teaching experience and were 
all in at least their upper 50s. The three teachers who had taught less than 10 years 
illustrated the lack of a link between years taught and age since one was in her 30s, 
one was in her 40s, and the third was in her 50s. These teachers also illustrated the 
reality that the teaching profession, probably more than most others, is made up of 
many women who had either entered teaching as a second career choice after their 
home child-rearing responsibilities had become less demanding, or they had taken a 
leave of absence from teaching to raise families. Thus, the age of the teachers had 
little to do with how many years they had taught or even what work stage their 
careers were in at the time they were interviewed. Thus, factors other than age and
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number of years o f teaching experience needed to be explored in more depth. The 
following section describes how life stages based on family commitments influenced 
participation.
Life Stage Based on Family Commitments
As the interviews for this study progressed, many of the participants 
described their staff development activities or those o f their colleagues by 
continually pointing out what was going on in their lives and how this influenced the 
staff development activities they selected. Michelle noted, “It depends on what time 
in your life it is. If you have little ones at home, what is going on in your own 
personal life, and then you kind o f fit it in.” While describing how much she liked to 
attend school, Valerie explained her life situation:
My son is in high school now .... I can go to these meetings. I have that 
liberty. I don’t have a husband, so it is just me and him. I have more time 
for myself. He is older and he is responsible and he doesn’t mind if  I don’t 
come home from school right away and I don’t feel like I have to. So, I have 
that flexibility and I take advantage of i t .... Everyone is in a different phase 
in their family life and you have got to do what works for you.
Others, such as Rita, continued to pick up on similar themes. “We have 
trouble getting there [to staff development activities]. We have to be worried about 
picking up our kids on time or getting to another meeting or so forth, which is really 
hard.” And Sally, while discussing whether she would take another video course, 
responded:
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We really do like the video because, for us, our children are at the age where 
our activities are after school, and I could not do an evening [class] and keep 
up with the homework. This one was nice because we would watch the video 
ourself on any day of the week, at home on our own, and we would pick a 
day after school and we would meet 45 minutes usually, it was about 45 
minutes to discuss. We would try to do two lessons at a time, or if  we 
couldn’t meet right after school, we did it at night, and so it didn’t interfere 
with our schedules that much. It was our schedule, our time, and that is 
[what] worked well for us.
Betty also acknowledged how life changes in her family had affected her staff 
development:
I think that a lot o f things [have happened] in my life .... Seventeen months 
ago I had a baby, so it put me in a little bit of a changed life, so I have been 
dragging my feet a little, but I am planning on getting back into the swing of 
things this fall.
All four of the teachers who are near retirement commented on differences 
that should exist for staff development activities for teachers at different stages in 
their careers. Nancy noted, “I reached my master’s plus 30, so then I said I do not 
have to take anything that I don’t want to take from now on.” Chris and Bill both 
either referred to staff development as being “geared more toward new teachers or 
younger teachers,” or needing to “help beginning teachers” through staff 
development opportunities. And finally, the fourth teacher in this group also 
commented that after 32 years of teaching her needs were different from those of 
younger teachers.
As the researcher heard participants comment on how staff development 
offerings did or should take into account where particular teachers are in their careers
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or lives, a pattern was revealed. Comments made by the interviewees regarding life 
stages dealt specifically with the family commitments that the teachers had currently 
or had in the past. Unlike many of the adult development models where life stages 
are age-linked, the participants in this study identified family commitments, 
especially the number and ages of children living at home, as being some of the most 
influential factors affecting their participation in staff development activities. The 
age of the participant was only relevant in that the older teachers often did not have 
younger children still living at home.
Since age and teaching experience did not appear to be factors in the 
selection o f staff development activities by these teachers, the researcher examined 
the family commitment aspect that they repeatedly discussed. The teachers seemed 
to fit into two categories: teachers with significant family commitments and teachers 
without significant family commitments.
In this study, one-third of the teachers appeared to have significant family 
commitments and many of the others, including those near retirement, recognized 
that they were in a phase where they had “the liberty,” as noted by Valerie, to choose 
staff development activities based on criteria other than how the activities fit into 
their families’ time schedules. Surprisingly, practically all o f the teachers 
somewhere in their interviews let it be known which category they belonged in by 
references they made to commitments they either had or did not have. Valerie would 
probably have been placed in the category with teachers who have significant family 
commitments due to the age of her son; however, it was her own comments on the
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“liberty” she felt that put her in the category with teachers who did not have 
significant family commitments. The section that follows describes how work stage 
based on salary schedule influences participation.
Work Stage Based on Salary Schedule
Another pattern that emerged was that the teachers in this study appeared to 
differentiate between the classes they had taken or were taking to earn an advanced 
degree or certificate, and the staff development they chose to take once they had 
more flexibility to select activities for other reasons. Izzy’s description of her 
certificate renewal process illustrates how many of the teachers viewed their staff 
development and certificate renewal while they were still working on advanced 
degrees or certificates:
I was pretty busy with my master’s program, so that kind of took up a lot of 
my time, so I haven’t really gone back and looked at what do I need to db 
now [for my recertification]. I thought, I ’ll get my master’s, have a student 
teacher, and then I will see what I need to do to kind o f fill in the holes.
When asked what class she was currently taking, Lynn acknowledged that she was 
taking Social Foundations of Education. “They [university and school district 
personnel] do not know why I am taking it. Nobody knows why I am in the class .... 
I am just doing what he [my advisor] tells me to do.” Therefore, staff development 
appeared to have been viewed one way prior to the completion o f a degree and 
another way after it was obtained.
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In this study o f tenured teachers, there were only four teachers who were not 
close to earning their master’s degrees at the time the interviews were conducted.
One who is 46 years old is not pursuing a degree but still is able to earn salary credit, 
the second is a 53-year-old who has only taught for seven years, but who has gone 
back to school and is working on her degree, and the other two are currently frozen 
on the salary schedule until they enter a degree program, which they both say they 
will be doing soon. Thus, these four individuals are coming from very different 
perspectives related to staff development.
The two teachers who were frozen on the salary schedule both reported this 
was because of family commitments they had. Betty commented,
Seventeen months ago I had a baby, so it put me in a little bit of a changed 
life, so I have been dragging my feet a little, but I am planning on getting 
back into the swing of things this fall.
And Rita noted that,
I am not currently working on my master’s, but hope to soon be doing so.
My daughter will be in first grade next year, and I will be moving to second 
grade. Both o f those will help me have more time to begin my program.
The first priority of teachers who were working on master’s degrees appeared 
to be fulfilling the requirements for their degrees, and credit courses were their 
primary source of staff development. Once these required courses were completed, 
besides considering how relevant the staff development activities were to their 
classrooms, their selection of activities appeared to also be influenced by where they
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were on their district’s salary schedule. The teachers who had already obtained 
master’s degrees tended to divide themselves into two groups with respect to their 
participation in staff development activities. One o f these groups included teachers 
who could still earn salary credit, and therefore, make more money. The other group 
was comprised of teachers who were no longer able to advance on the salary scale 
and additional credits or CPDUs would not increase the amount o f money that they 
made.
The case for the group that was no longer eligible for additional salary credit 
was possibly stated most succinctly by Nancy: “I reached my master’s plus 30 so 
then I said I do not have to take anything that I don’t want to take from now on,” or 
Bill, who commented, “Unless I was told that I had to be there, most o f the time I 
didn’t go unless it was something I was really, really interested in or something that 
would affect me,” or Wendy saying, “At my point, not just at my age, but in terms of 
my educational experience, it really has to be worth my while, otherwise don’t waste 
my time. I don’t need to Mickey Mouse around.” Maybe a little less dramatic, but 
equally as persuasive, are remarks by Michelle: “I guess now that I am more 
selective and I know the areas that I need to concentrate on,” or Pam noting, “After I 
did my 30 hours, I didn’t really take any three-hour classes. They were shorter 
term.”
These remarks were different from the group who could earn salary credit. 
Their comments tended to include more situational, institutional, or social 
participation factors that often affected their selection o f staff development activities.
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These terms will be defined in the What’s Good for Teachers: Why Participate 
section o f this chapter. Factors such as financial considerations, location and times 
that the classes were offered, materials provided, and encouragement of colleagues 
and/or administration were perceived as being more important considerations since 
the classes were being taken for credit.
Again, as participants continued to comment on the importance o f either 
being able to earn salary credit or the fact that participants were no longer able to 
earn additional credit since they were already at “master’s plus 30,” the researcher 
determined that the teachers’ perceptions of staff development were influenced by 
where they were on the salary schedule with regard to eligibility for salary credit.
Existing career theories or stages that are elements o f these theories do not 
look at factors that are specific to a given profession to identify stages. Therefore, 
for this study, the researcher identified work stages based on how teachers often 
referred to their own work situations as they related to what they gained from staff 
development. The two main stages identified are: eligible for salary credit and 
pursuing the credit and no longer eligible for salary credit. The researcher further 
subdivided this second category into those teachers who were close to retirement and 
those who were not because there appeared to be subtle differences between these 
two groups of teachers.
After observing how the participants were grouped into both life stage and 
work stage categories, a table was produced that organizes the participants’ 
responses into five life/work stages (see Table 4). This table displays five categories
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of participants who appeared to have some characteristics that were unique to their 
group that influenced their views on staff development.
The stages may be summarized as follows:
• More experienced tenured teachers who are approaching retirement 
and who are not pursuing salary credit want to participate in staff 
development activities that they find “interesting,” that are 
“worthwhile for helping students in their classrooms,” and that do not 
“waste their time” unless they feel the need for reaffirming what they 
already know. They no longer participate in activities just to “jump 
through hoops” as younger teachers will do, and they sometimes view 
best practice as recycled practice. They take few “for credit” courses 
provided by outside providers such as colleges and universities.
• Tenured teachers who are no longer eligible for salary credit that have 
few significant family commitments tend to select staff development 
activities that help them in their classrooms, do not waste their time, 
and are topics in which they have interest. Colleagues and 
administrators may influence the activities they select for 
participation. They take few “for credit” courses. (This stage 
includes empty nesters, older singles, and teachers with older, less 
dependent children.)
• Tenured teachers who are no longer eligible for salary credit but have 
significant family commitments tend to select staff development
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activities that they perceive as worthwhile, are helpful for their 
classrooms, and do not waste their time; but most importantly they 
must be available at times and locations or in formats that are 
convenient for them. Colleagues and administrators may influence 
the activities they select for participation. They take few “for credit” 
courses. (This stage includes teachers with younger, more dependent 
children.)
• Tenured teachers who are still eligible for salary credit who have few 
significant family commitments tend to select staff development 
activities that will earn salary or degree credit. Those who already 
have master’s degrees try to select activities that they perceive as 
worthwhile, that will help them in their classrooms, and that do not 
waste their time. Colleagues and administrators may influence 
activities they select for participation. Those without master’s 
degrees tend to select staff development activities that are necessary 
for degree credit. When selecting other activities, the teachers select 
activities that they perceive as worthwhile, that will help them in their 
classrooms; however, they are less likely to take part in as many 
nondegree activities as the teachers in the other stages.
• Tenured teachers who are still eligible for salary credit who have 
significant family commitments tend to select staff development 
activities that will earn salary or degree credit. Those who already
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they perceive as worthwhile, helpful for their classrooms, do not 
waste their time; but most importantly, they must be available at times 
and locations or in formats that are convenient for them. Colleagues 
and administrators may influence the activities they select for 
participation. Those without master’s degrees tend to select activities 
that are necessary for degree credit. When selecting other activities, 
these teachers select activities that they perceive as worthwhile, that 
are available at times that are convenient for them. This group tends 
to be less involved with staff development than those in other 
life/work stages.
In summary, the researcher used participant-identified factors to group the 18 
tenured teachers involved in this study into five categories. The researcher explained 
how teachers were identified by work stage according to where they were on the 
salary schedule and by life stage according to the teacher’s family commitments or 
lack of family commitments. The special circumstances surrounding the group of 
four teachers who were near retirement were also discussed. The theme 
acknowledges that teachers’ life/work stages influence the types of staff 
development activities in which they participate. Life/work stage is more influential 
than age or number o f years taught; in other words, What’s Good for Teachers:
Stage Over Age. The next theme discussed is What’s Good for Teachers: Why 
Participate.
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What’s Good for Teachers: Why Participate
Not only did the teachers view staff development from different perspectives 
depending on what life/work stages they were in, they also identified other reasons to 
select staff development activities. When presented with staff development offerings 
that the teachers considered worthwhile, they generally selected activities for 
particular situational, institutional, and social reasons.
Rachel summed up the feelings of many when she described why she always 
looked through a catalog from a particular provider when she received it. She 
commented, “Because it is close, it’s cheap, and if  you want to pay for it, you can get 
college credit.” Cost was a major factor for most teachers. Teachers such as Wendy 
and Nancy discussed using “tuition waivers” from supervising student teachers, Sally 
reported getting involved in grant programs because they were less costly, Ivy found 
it “really nice to get a stipend,” and Wendy also reported not going to a conference 
because a colleague o f hers said that “she couldn’t afford to go.” Mary admitted 
using a personal day so that she didn’t have to pay for her own sub, and while 
responding to a question on the timing of workshops, she said that “a lot of the ones 
right after school are well attended. We are going to one Saturday, and I think the 
only reason that a lot of us are going to this one is because we get a stipend, because 
you don’t really want to give up your whole Saturday.”
The researcher observed that many teachers considered the district’s 
commitment to staff development a perk for teachers who feel that they are
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underappreciated much of the time. Phyllis, a kindergarten teacher, noted that “what 
is nice is that you don’t have to pay for it and you do get paid to go so there is a little 
incentive there.” When responding to the question, “Do you think that you would 
have taken those if  it wasn’t for the recertification requirement?” the lack o f district 
commitment was noted by Chris, who had taught in a previous district where a great 
deal more money was spent on staff development. She said:
Probably not, because I had already had a master’s plus 30, ... particularly in 
this district. They don’t pay you for i t .... And it is not so much that the 
money means that much, but it is the principle o f the thing. If we are willing 
to work and further educate ourselves, there should be some compensation 
for that, but I guess here they don’t have the money or whatever.
Several teachers discussed wanting to include in their contract provisions for having 
subs paid for or for getting release time for staff development activities.
While all the teachers appeared to recognize that the district had very limited 
funds for staff development, it was interesting how different teachers’ views were on 
the availability of staff development money for their own use. Patricia reported, “I 
didn’t go to any workshops, .... because we can’t. I mean, they are not letting us. 
They are not paying for i t .... And I think that they are barely even giving you any 
time off.” Izzy, possibly a more resourceful teacher, noted:
I find that when I talk to other teachers in other districts and I hear how 
difficult it is to get funding to go to workshops and how their staff 
development is staff meetings, I feel pretty lucky that I have never been 
turned down for a conference that I really wanted to go to, ... but when I 
really think that this could help my kids and I present that case, I ’ve never 
been turned down. And I’ve never not only not been told that I couldn’t go
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for whatever reason, but the funding just usually shows up. So I feel pretty 
lucky that I have never had to pay for a conference out o f my own pocket and 
not get reimbursed.
The disparities in the interviewees’ responses led to some questions. Were these 
teachers responding to the same reality? Were there actual differences in the amount 
of support that the teachers received from their principals or was it just a matter of 
perceptions? Were Patricia’s views being influenced by her feelings that 
kindergarten issues, because of the district emphasis on NCLB, were no longer the 
highest priority for the district? These issues will be discussed in the Kids Over 
Legislation section.
In addition to cost, as alluded to earlier, the “closeness” or location of the 
staff development activities, as well as when and how often they were offered, were 
also important factors for the teachers. Betty noted, “Professionally I would like to 
grow and know more. I mean who doesn’t, but it is time.” Most o f the teachers 
interviewed recognized that they did not have enough time in their days to complete 
all of their tasks; and for many, convenience was often mentioned as a reason for 
participating or not participating in certain activities. Wendy commented, “But it 
was real convenient. I didn’t have to drive to Timbuktu. Everyone else had to drive 
from Timbuktu;” whereas, Rita considered even a relatively short, one-hour drive a 
negative “because you have to drive up to [named location]. They don’t even 
necessarily come to you.”
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For Sally, convenience came in the form of video classes. She stated that she 
and some of her colleagues really liked video courses:
Because for us, our children are at the ages where our activities are after 
school, and I could not do an evening [class] and keep up with the 
homework. This one was nice because we would watch the video ourself on 
any day of the week at home, on our own, and we would pick a day after 
school, and we would meet 45 minutes, usually it was about 45 minutes, to 
discuss [it]. We would try to do two lessons at a time or if  we couldn’t meet 
right after school, we did it at night, and so it did not interfere with our 
schedules that much. It was our schedule, our time, and that worked well for 
us.
Still others, such as Patricia, seemed even more concerned about the timing 
of the sessions.
At the end o f the school day, it just seems like it is not a good time. So that is 
why I like it when they fit it into an institute day or something else like that. 
That seems to work best for me, ... it is school time anyway.
Or Mary said, “the one that we are going to tomorrow is from four to six, and I am 
going to die being there until six, but because our day ends at 3:30, it has to be that 
way, so my suggestion is, let’s start earlier in the day ... so we could be home by a 
decent time.” Rita, who had stated that she was frozen on the salary schedule 
because of her current life situation, summed it up for many when she said:
I don’t like that they are at the end of the day because we are all so tired. We 
have trouble getting there. We have to be worried about picking up our kids 
on time or getting to another meeting or so forth which is really hard. You 
know how it is at the end of the day at school. You are tired. You have other 
things to do.
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The time of year also appeared to be a factor that the teachers used to 
evaluate staff development activities. Prior to the start o f the school year was 
probably considered the least desirable time for staff development activities. Mary 
commented that before school starts is not the best time because “people are trying to 
get in vacations, weddings, or whatever.” The teachers almost universally rejected 
staff development activities that took them out of their buildings or classrooms their 
first days back in the fall. Phyllis acknowledged that “Nobody has time to do th a t ... 
and sometimes I think you couldn’t pick a worse day [to hear outside speakers] than 
the two days when we should be in our rooms getting ready and meeting with other 
staff.” Valerie expanded this idea to the end of the year also. She noted:
It is hard to listen to that at the end of the year or the beginning of the year 
when your biggest concern is getting that classroom done or getting those 
report cards completed or whatever all that beginning and end-of-the-year 
[stuff is]. There is so much and they make us sit in class for five hours, ... 
and by afternoon, after the afternoon break, it is going in one ear and out the 
other ear and it is not valued as it should be.
Several of the teachers also discussed the timing of a class or workshop from 
the perspective of how the “usefulness” of the content was affected by when the 
class was taken. Michelle reported:
What I find is that you take something now as soon as school is let out and 
you don’t use it, you tend not to use it once school starts in the fall. You get 
excited about it, and unless you have actually made a unit or a lesson right 
away that you know that you are going to incorporate with, say, a specific 
reading story, it is best I think to take something closer to when school starts 
or during the actual school year. Like this year when we had [named 
presenter] come and that was very meaningful and I used some of the stuff I
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had learned from her lesson that she did here at school right away. Whereas,
I have taken some of her classes the first week school let out, and I have the 
books, I saved all the material, checked her website, and all that, and I have 
not really used a whole lot o f it.
Other teachers wanted to encourage the district to offer more workshops in the fall or 
early winter so that there would be time for them to use the content in their 
classroom before the end of the year.
As the themes emerged, the researcher continually observed how important it 
has become for school districts to provide convenient, no-cost or at least minimal 
cost staff development opportunities for teachers. Unless the teachers were working 
on degrees, the district had become the major provider o f the teachers’ staff 
development. If asked during their interview, “Who provided most of your staff 
development?”, many of the teachers may not have recognized that it was their 
district. However, when pressing the teachers to consider what staff development 
activities they had participated in, it became apparent that much of it was provided 
by their district or at least paid for by their district. While many o f the teachers 
recognized the district workshops and in-services as staff development opportunities, 
others needed to be prodded to list these types of activities as staff development. 
They simply took for granted that they went to district “things.” It appeared that 
many of the teachers, whether they realized it or not, had come to expect their 
district, not the state or other adult education providers, to provide most o f their staff 
development.
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
122
Why was the district such an important provider? This may have been 
because o f the cost and convenience factors previously mentioned or it may have 
been the emphasis that the district appeared to be placing on particular issues as a 
result o f NCLB legislation that will be discussed later in the Kids Over Legislation 
section. At any rate, the teachers no longer perceived themselves to have time, even 
if cost was not an issue, in their busy lives to spend getting to distant locations or 
planning their staff development. Even those staff members who did not have 
significant family commitments often wanted activities provided for them that were 
relevant and accommodated their busy working lives. Chris, one o f the teachers 
nearing retirement, when asked how her district could improve the staff development 
aqtivities that they offered, responded that teachers need:
things to help people put into perspective this particular profession because 
you can live it night and day 365 days a year and still not be able to do 
[everything] .... If I tried to do all of the things that I have learned that I 
know are good to do for my students and their families, I would never have a 
single minute to eat, sleep, or do anything else. So, somehow to help 
beginning teachers and even those of us who get to that burnout zone, kind of 
leam how to regroup and have a life besides teaching.
Much of the stress in the lives of the teachers appears to revolve around lack of time 
in the day, especially to do the type o f things that they know would be good for their 
students. Rita noted that there was not enough time at the end o f the day to 
participate in staff development unless you were going to use it in your classroom, 
get paid to go, or do it for recertification. To just take “it to leam more, which you
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would love to be able to do, ... you don’t necessarily have the time to do [that with 
all of your other commitments].”
The participation factors that teachers cited most often were mostly in the 
situational and institutional categories. Institutional factors refer to those things that 
the district or providers do to either encourage or discourage participation. 
Interviewees identified cost of participation and convenience o f activities from both 
time and location perspectives as their most important institutional participation 
factors. Situational factors, on the other hand, are related to an individual’s external 
situation at a given time. The interviewees identified financial situations, time 
constraints, and life/work stage considerations as their most influential situational 
factors. Numerous studies have also noted the importance o f time and cost factors 
(Henry & Basile, 1994; Merriam et. al., 2007; Valentine, 1997); however, specific 
research on life/work stage considerations is lacking for the teaching profession 
where a significant number of teachers are females with family commitments.
Besides the situational and institutional factors, the teachers interviewed also 
pointed out the importance of colleagues and administrators to their participation in 
staff development; therefore, social factors also influenced the choices the teachers 
made. Many teachers noted being influenced by colleagues prior to signing up for 
conferences, workshops, or classes. Ivy mentioned that,
Sometimes your colleagues will say, “Oh, I went to this really great 
conference,” or you will hear about something ... and they will have gone to 
one and will encourage you to go to that because they really liked it.
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And Nancy noted, “I took it first of all because I had heard how marvelous [the class 
was].” Sally illustrated the importance o f a group o f teachers for staff development:
[T]hen too the motivation when people are doing it [taking classes] together. 
There was a carload. There were six of us that took the reading class with 
[named instructor] .... That was fun, and at the end we did all meet for 
dinner to celebrate being done, but we had lunch out there [each time we met] 
.... When you have to do something you think, “Oh,”’ but when you know 
there is a group of you, your same grade level or colleagues, there is that 
motivation to get a group to do it and it doesn’t feel so overwhelming.
Sally discussed how she and a coworker had been working together to earn 
credits and that “last summer she [Sally] couldn’t [take a class] because o f [her] 
vacation, ... so we just decided that we would do it this summer, and we had also 
signed up for two video classes.” After this summer, she said that she might even 
take a class
just because Karen has got three more classes to take because she kind of 
helped me out, I would probably do another video with her ... or Ag in the 
Classroom and she can do it once more and I can do it once more.
They had started taking video classes from this particular vendor because they had 
been invited to participate by other colleagues. Sally noted:
Let’s see who had gotten us started on it. I think Kate and Jamie had done a 
video class .... It was just one of those mailer’s advertisements .... I think 
they had done one, a big group, and they had gotten four or five to do it, and 
then they came to us, to Karen and I to carry it on because some people did 
not want to do it anymore so the more you get in a group the cheaper it is 
The first one I did was two years ago.
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In addition to encouragement from colleagues, most participants recognized 
the importance o f administrative encouragement for the selection o f staff 
development activities. Building principals were often cited by teachers as the 
source through which they found out about staff development opportunities. When 
responding to questions regarding where they had heard about the opportunities, 
Chris, a teacher nearing retirement, commented, “I think we just got a flyer in our 
mailbox, and our principal is really good about following up to see if any of us want 
to take [a class].” Or Izzy, on the other end of the spectrum, one of the newer 
teachers, said:
Our principal, ... every staff meeting he mentions something about if  you 
want to go to a workshop [let him know], ... [and he says] everybody should 
go to one every year, ... and he is encouraging that you should go or he will 
say, “Is there anything that you are interested in even if  you have already 
gone to one, maybe I can find some more money for you.”
Others mentioned their principals’ names when asked how they heard about the class 
or workshop. Nancy stated that “Tim had the information and zipped it through on 
the computer,” or Wendy credited her principal, “I am sure Lenny passed [out the 
information] ....” Valerie summed up what appeared to be the feelings o f most when 
she said:
[S]ometimes the principal will mention it and I think that they should do that. 
Really, I do think that they should do that. I think that they should remember 
to inform their staff. That is just another way o f keeping us on top of things. 
You inform the staff o f what is coming around, what is going on .... If I was 
a principal, I would want my staff to take advantage o f these opportunities if  
they have the time and the means to do it.
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
126
In addition to principals, the teachers continually mentioned the district 
administration or other central office personnel responsible for staff development as 
being highly influential in their decisions to attend particular activities. Not only did 
the district encourage participation in various activities by keeping teachers informed 
regarding upcoming events, but the district also provided many opportunities for 
development that teachers took advantage of because the topics were relevant and 
the cost and/or location of the classes was good. Bonnie commented:
The other thing is that [the central office administrator] also offered for me to 
go to this math differentiation [workshop] because I voiced that I didn’t feel 
knowledgeable in that and that is one thing that we are trying to focus on, but 
I didn’t think that I could do that, especially with our math series that we use 
.... So she [district administrator] saw this workshop and she sent me. So I 
think that it is important that teachers admit where they are feeling weak and 
speak up, because when you do then you get to go.
All of the teachers interviewed appeared to recognize that for the district to 
pay for staff development the topic generally had to be a district priority, meaning 
that it must somehow tie in with the NCLB mandates. However, this was not a 
concern for teachers because most recognized that district goals and What’s Good 
for Kids are linked since both recognized that children must become better readers 
and do better in math. This connection will be discussed in greater detail in the Kids 
Over Legislation section that follows later in this chapter.
It became apparent during the interviews that a key for school districts or 
other providers is that they must provide not just quality staff development 
opportunities, but also opportunities that teachers will attend. These activities need
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to help the teachers in their classrooms; be convenient and designed for busy, 
working adults; be available at no cost or minimal cost; and attendance needs to be 
encouraged by colleagues and/or administrators. While describing a course that 
Patricia, a kindergarten teacher, had taken through a university, she illustrated this 
point when she noted all of the advantages of the course:
It met at [name school], met once a week for however many weeks at night, 
and it was very much accommodating teachers that work. And it was 
interesting and good. I think I took it twice, in fact, if  that is right. And they 
served dinner and you got manipulatives when you were done to keep and all 
kinds o f things like that. And it didn’t cost anything. It had every advantage. 
There was no reason not to take it.
Districts must consider the busy lives of their teachers when planning staff 
development activities. District administrators and principals must incorporate 
principles o f adult learning and recognize teachers as adult learners who bring 
certain skills, experiences, and other outside commitments to staff development 
activities.
In summary, the theme discussed indicates that the staff development 
activities that teachers actually attend are selected from other worthwhile activities 
for various reasons: situational (financial situation, time constraints, and life/work 
stage considerations), institutional (cost of participation and convenience from both 
the time and location perspective), and social (encouragement from colleagues 
and/or administrators). This theme is referred to as What’s Good for Teachers: Why
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Participate since it recognizes those aspects that will make teachers more likely to 
enroll in staff development activities because it works for them.
The next theme discussed is Collegiality. This theme recognizes the 
importance that teachers place on collaboration and relationships with their 
colleagues.
Collegiality
Not only did teachers select staff development activities because they 
perceived them to be something that would help them help students in their 
classrooms (What’s Good for Kids), they also selected activities based on what was 
good for them personally (What’s Good for Teachers). However, one should not 
ignore how much staff development is also influenced by the value that teachers 
place on collaboration and relationships with colleagues.
In the previous section, the researcher described how collaborating with 
colleagues influences what staff development activities are selected by teachers, but 
it did not discuss the importance that teachers place on collaborating with and 
learning from other teachers. Izzy mentioned, as did most teachers, how
it is always nice when you have the opportunity to talk to your colleagues 
about teaching .... You kind of validate each other and question each other, 
and it is kind of nice, ... and sometimes you hear ways o f doing it better, and 
it is just helpful.
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Commenting on what was perceived to be a very worthwhile institute day, 
Bonnie noted that “it was mostly teachers that applied to do a workshop and got it 
approved and then they ran the workshop. So it was teachers teaching teachers ... 
There was really good feedback from that.” Rachel stated:
Other types o f staff development that I found that has been very good is when 
teachers from our district present. Again, I guess it is me, but I want 
someone up there who is going to give me ideas on how to improve my 
instruction, and that person that is up there, I want to know that they have 
been in the trenches. I don’t want someone from a white tower who has done 
some fluff research, but hasn’t actually done it.
Michelle commented on the importance of having presenters who know your 
school and community.
I would have to say with staff development, when you do get speakers in, 
sometimes you are very turned off by the stuff that they come up with, and 
they do not know your school. They do not know your community 
environment.
Or when discussing a workshop that was not helpful, Phyllis noted that “maybe [the 
presenters] have not been in the classroom for awhile and it is just frustrating 
because I know that I could be doing a million things in my room instead o f listening 
[to the presentation].”
Patricia, a kindergarten teacher, articulated how important learning from 
colleagues was:
So I think also I have learned a lot not just from presentations,... but I think I 
leam a lot from other teachers and from talking to other teachers and seeing
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their classrooms and watching them in action. I think that is one o f the most 
powerful ways to leam for me. So if  somebody’s got a good idea or 
something that they are using that is working well, what seems to be best is to 
watch them do i t .... It seems to me [that] maybe I am at the point in my 
career where I have a lot of ideas. I have a lot of resource materials ....
There are a lot o f things you can do. The cabinets are filled ... I’ve got so 
much stuff, but watching it be implemented [and] watching things and ideas 
in action [is important]. I think that is what can really inspire you to try to do 
it too. Or just working and talking with other teachers who are really doing 
it, not somebody who stands up in front and says, “I used to do this.”
Bill, who is nearing retirement and who admitted only attending district staff 
development activities when it was required, also noted the importance o f learning 
from colleagues:
[My staff] was a staff that worked together. It was a staff that was very 
creative and they did a lot of different things in their classrooms and they 
shared information that they did with the whole building .... We are learning 
from colleagues and we are learning from people that are younger and the 
same age. Experience was not necessarily a factor .... So I found those to be 
very interesting and very beneficial, more so than the district-wide things. I 
think that the district-wide things are really a lot of them geared more toward 
new teachers or younger teachers.
A third teacher, Nancy, with over 35 years of experience, stated, “I think learning 
from my colleagues is just almost like osmosis .... You come, you see, you absorb. 
You see what’s working. How are you doing thus and such. How is that working 
for you?”
Wendy noted, “To me staff development has been for way too long a one- 
shot deal.” Others, including Bill, pointed out that having colleagues make
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presentations makes them easily accessible for immediate feedback and therefore 
less of a “one-shot deal”:
I felt that at [school name] that we had a very strong staff and we worked real 
well together and the exchange of ideas was excellent and we would have 
teachers there that would do kind of like in-service workshops during staff 
meetings on particular items like four square or writing and different other 
type of things. And they would last 15 or 20 minutes or 30 minutes. It might 
take part of a staff meeting and you get ideas there and you also have that 
person [there to answer questions like] why isn’t this working for me .... I 
mean, you didn’t have to e-mail somebody or call somebody or go to another 
building or another state or whatever. They were right there. Those were 
worthwhile.
These comments are even more enlightening knowing that the teacher making the 
comments stated toward the beginning of the interview that he might not be the best 
person for this interview because “I have not been a big person on staff 
development,” yet this teacher is very willing to leam from colleagues.
Rachel, a fifth-grade teacher, also tmmpeted the use o f district people:
If I have somebody in this building that has presented and then I go to try it 
and I ’m thinking “now what did they say or how did they” :... I tried it and it 
didn’t work, then I have that person to bounce off right away rather [the 
presenter is] in my building or [one of the other district buildings] .... If I 
present, then I should be open to have people call me and talk to me about it, 
too. Whereas, you get someone to come in and they present and leave. 
Sometimes they give you an e-mail address. So I think that we are 
overlooking very qualified people by not looking at what we have here [in the 
district] .... My big push is to use what we have here. And I think that we 
have tried to do th a t .... I think it is important [to use district people] 
because, number 1, we have excellent staff to pull from, and I just like the 
idea that it is one of your own. You can contact them later on and I think that 
that is important.
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In summary, this theme captures that staff development is influenced by the 
value that teachers place on collaboration and relationships with colleagues. 
Collaborating with colleagues influences what staff development activities are 
selected by the teachers, and instruction by colleagues is a desired learning method 
for teachers. This theme is referred to as Collegiality because teachers genuinely 
feel very positively about learning from fellow teachers. The final theme, Kids Over 
Legislation, is discussed in the next section.
Kids Over Legislation
As the interviews progressed, it became apparent that most o f the time the 
teachers did not select staff development activities because o f NCLB legislation or 
school improvement plans; however, the activities they selected tended to help 
teachers help students do better in subject areas targeted in NCLB legislation and 
school improvement plans. The teachers often selected reading and math activities 
because they realized the importance of these topics for their students, and the 
district tended to provide pay and encourage these types of activities because both 
areas are targeted by NCLB.
When asked if  any of the activities that they had participated in were related 
to either NCLB or their school improvement plan, Nancy, an experienced teacher 
nearing retirement, answered:
Not really. Indirectly. You analyze your group. Your children teach you
what you need to teach. You find out at the beginning of the year who is
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where at what level and then if you teach as most people I know do, at least 
my colleagues where I teach, you take them from where they are and this is 
an old adage, but it is true .... You analyze level, and then ... [you do] what 
you need to do, and hopefully no child is ever left behind, but not everybody 
does that, and not everybody has had the experiences and the exposure as to 
[know] how to do it.
On the other hand, Izzy, one of the least experienced teachers, also noted:
I think [I participated] more incidentally rather than planned. The Standards 
Aligned Initiative I think just sort of happened across our principal’s desk 
and she went, “Oh.” What really kind of flagged her was that each team gets 
$1000 for their school, and you can’t really pass those opportunities by, so 
we bought a bunch of books and stuff like that. So every year your team gets 
that, so really through that work we were able to get about $4000, and that is 
the kind of stuff you have to keep your eyes on .... It was standards based 
and so we tried to think o f the areas that were being tested: social studies, at 
the time, and reading and writing. We tried to pull those in so it did 
incidentally become part of our school improvement plan, but it wasn’t that 
way to begin with.
These comments and others tend to indicate that most o f the teachers chose 
staff development activities because they would help them help their students, not 
because of their school improvement plans or NCLB. Many of the teachers had to 
really think before they could answer whether their own staff development related to 
NCLB or their school improvement plans because they had not thought of 
connecting the two before. They all recognized that reading and math performance 
needed to be improved, and since these goals were consistent with NCLB goals, 
everyone came out ahead. Rachel commented:
I think that the workshops and the staff development that I have been to has 
been relevant to the classroom, makes sense, helps the learner, and happens
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
134
to fit into the NCLB. I also feel that the district can go about it in that way 
and count it as a NCLB because we need to improve our reading scores.
When specifically asked if a particular activity was part o f a school 
improvement plan, Ruth responded, “To tell you the truth, I hadn’t really thought 
about it and that hasn’t been brought up to us very much .... I know that there are 
some things in there.” And Rita, from a different building, stated:
It kind of comes the other way. You take these things [workshops and 
classes] and then later, as the school is working on the school improvement 
plan, that becomes a valuable part of it because you have made it a part of 
your classroom already. So I have seen that happen, but it’s n o t ... the other 
way. First, I think [that] before the plan, comes the class or the idea or 
whatever, and then you can work it into the plan because the plans are 
basically things that we do anyway within the school. It is just formalizing it 
so the state sees that we are where we should be.
Others made the same type of comments:
Probably, ... gosh, I mean reading is huge, language arts, and writing, but 
that is not why I do it [take classes or workshops] specifically .... I do it for 
personal reasons because, well, if  somebody would suggest to me or would 
say that I would like you to do this, I probably would do it if  it was an 
interest. But not usually do they ask you to; ... school improvement 
sometimes, I feel like that is just a lot of paperwork. It’s checking and 
rechecking to make sure that we are doing the right thing. I don’t know how 
much all that makes our schools a better place for learning .... I do the things 
that I think are going to make me a better teacher.
Sally stated, “[S]o the school improvement plan didn’t tell us what to do. It was
more what we thought that we needed and, o f course, what we thought that we were
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
135
interested in taking.” A teacher in a different building, Bonnie, echoed the same 
sentiments:
I was on the SIP committee and you have to take [NCLB] into consideration 
then. And then hope that when the staff sees the SIP plan that they in turn do 
things to better what the SIP plan [calls for], ... but I don’t think that there 
was anybody overseeing saying, “Here is our SIP plan. What are you 
doing?” You are just kind of on your own as a professional [with] what you 
choose to do [as staff development].
When talking to the teachers, it became very clear that different building 
principals put different emphases on school improvement plans. A few of the 
teachers were very familiar with their building plans, but most o f the teachers only 
appeared to have general knowledge of what was in their schools’ plans. They all 
knew that the district’s goal was to raise test scores and that at this time reading and 
mathematics were the primary focuses. Beyond this, most of the teachers were not 
interested in the plans or NCLB or even recertification, they simply wanted to 
participate in worthwhile staff development that would help them be better teachers. 
With the new, revamped state recertification plan, they would end up with plenty of 
CPDUs by just doing what they were doing. The researcher suspected that if  
nontenured teachers with less experience were interviewed, their impressions of SIPs 
and NCLB might be different since these teachers might be more involved with their 
SIPs since they are often trying harder to please principals, and more of them would 
still be working on degree programs. With experienced, self-confident teachers,
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most appeared to know what it was they needed and planned their staff development 
accordingly.
While many of the teachers were not especially familiar with their SIPs, most 
recognized that the district was providing or paying for staff development activities 
that were targeting NCLB concerns. This was not a problem for the teachers, 
because they also felt that reading and math were high priorities for them. As 
mentioned earlier, many also saw the need to work to improve the performance of 
the same subgroups that were targeted in NCLB (minority students, non-English 
learners, and the special education population), since these populations were 
increasing in their district. Therefore, when the district was offering reading, math, 
or differentiation workshops, the teachers were very willing to take them, even 
though their reason for taking them had little to do with NCLB.
All three of the kindergarten teachers interviewed alluded to the fact that 
NCLB and the current state goals and objectives that are being tested has changed 
what the district offers for staff development. They noted decreased interest in early 
intervention since testing is not occurring until third grade. Phyllis stated that:
I am a firm believer in early intervention, but yet it seems like early 
intervention and all of the things that we need to go to are being cut. So that 
has been real frustrating compared to 11 years ago when I started .... Now 
the emphasis has really changed .... To me, it is just really geared towards 
whatever the state is mandating that we be tested on, so obviously that makes 
sense, but yet early intervention has always been a key to a successful 
educational plan, and it is just frustrating .... If  I am frustrated, how 
frustrated is little Joey or Suzy with year after year we are having to wait to 
get that extra help. And I guess that is my beef with NCLB. Well, what are 
you going to do for kindergarten?
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Patricia noted that,
I don’t want to have first-grade expectations for my kindergarteners, so really 
district-wide there is not a lot that is offered .... I sometimes think that we 
keep pushing down curriculum ideas and concepts that are really for older 
children and don’t always acknowledge what the youngest students really 
need.
The teacher acknowledged that the push for this probably comes as a result of 
NCLB. Mary, a second-grade teacher, also commented on the third through sixth 
graders being targeted, but she said, “I tail in on that because we have that 
philosophy as a group. We have talked about that. It is not just third grade. We 
have got to get them ready.” Most recognize that there is a limited amount of money 
that the district has to spend on staff development and it appears to be targeted for 
those who are being tested, but especially the kindergarten teachers discussed their 
frustrations. One was no longer able to go to the State Kindergarten Conference and 
have it all paid for as it had been in the past.
In summary, this final theme states that most o f the teachers do not select 
staff development activities because of NCLB legislation or school improvement 
plans; however, the activities they select tend to help teachers help students do better 
in subject areas targeted by NCLB legislation. This means that even though districts 
and teachers look at staff development from different perspectives, and sometimes 
for different purposes, the goal of preparing better teachers who are better able to 
help their students is universally pursued by both districts and teachers. Both want to 
see improved performance for the students. This theme is labeled Kids Over
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Legislation because the teachers tended to participate in staff development 
opportunities that would help them in the classroom rather than because it was part 
of a legislative mandate.
Summary
This chapter presented the findings o f this study and included five major 
themes that emerged from the interviews. The five themes, W hat’s Good for Kids, 
What’s Good for Teachers: Stage Over Age, What’s Good for Teachers: Why 
Participate, Collegiality, and Kids Over Legislation, may contribute individually to 
the adult participation literature. However, a pattern appeared to develop that links 
these five themes together. Chapter V explores the linkages among the themes, and 
a practice-based teacher participation model emerges and is discussed. Finally, 
conclusions, implications for practice, and recommendations for future research are 
presented.
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
CHAPTER V
CONCLUSIONS AND RECOMMENDATIONS
Daley and Mott (2000) “envisioned the CPE (continuing professional 
education) provider as the boundary spanner between continuing education and 
professional practice, with a clearly defined vision of the CPE role being the further 
development o f professional expertise and the consequent improvement of 
professional practice” (p. 85). For this to occur in K-12 schools, much remains to be 
learned about the relationships among teachers, administrators, their districts, and 
state and federal mandates to improve both professional competence and student 
achievement, and continuing professional development (CPD). Thus, this study 
began by asking three questions: How do classroom teachers view their CPD?, What 
factors influence the decisions that they make when they plan their CPD activities?, 
and How do these CPD activities advance their knowledge and skills?
The interviews that were conducted contribute to an understanding o f these 
relationships and how these relationships, as well as other factors, influence the task 
of providing CPD for teachers. Each theme that developed may contribute to the 
adult participation literature individually; however, a pattern developed that appears 
to link the major themes. From these linkages, the framework for a new
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participation model emerged that may have even more implications for the field of 
adult education. The next section introduces this model.
The Big Picture: Introduction of a New Model
The five major themes that emerged from the 18 interviews conducted for 
this study can stand alone. However, while this study began as a case study, 
saturation was reached within the boundaries of the case and a practice-oriented 
decision-making participation model emerged that was based on the experiences of 
these particular teachers. While the researcher was analyzing the interviews, a 
pattern was noted that appeared in all of the dialogues with this particular group of 
teachers that linked all five of the major themes together. From these, a framework 
for the Professional Development Practice-Based Participation Model for Teachers 
(hereafter referred to as the 3Ps Model) emerged.
This model, represented in Figure 1, encompasses all five of the stated 
themes that were introduced in Chapter IV and pulls them together into a practice- 
based decision model. The model identifies participation indicators and barriers 
identified by the teachers that influenced their selection of professional development 
activities. It also describes the outcomes of attendance at professional development 
activities and the influence of No Child Left Behind (NCLB) requirements on district 
staff development priorities for the teachers interviewed.
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Figure 1. Professional Development Practice-Based Participation Model for Teachers (3Ps Model)
When studying the five major themes that emerged during the interviews, the 
researcher noted that all of the themes related to the reasons the teachers are 
participating in particular staff development activities. While the individual teachers 
discussed many other topics, these five themes all relating to why teachers 
participate in staff development permeated all of the interviews. The primary theme 
that emerged, referred to as What’s Good for Kids, suggests that teachers participate 
in staff development to help them become better teachers so they can help the 
students in their classrooms learn. Activities must, therefore, be worthwhile and 
helpful for teachers in their classrooms. Therefore, for teachers to consider staff 
development “good,” it must be relevant for the classroom. This concept was by far 
the most important for all teachers. If a staff development activity is not determined 
by the teacher to be “useful,” the teacher may very well decide not to participate in 
the activity. Therefore, if  a particular learning activity will not help teachers help 
students in their classrooms, the teachers are less likely to participate in the activity.
Once the teachers determined that a staff development activity was 
“worthwhile,” the next step prior to participation involved the sometimes conscious 
and sometimes unconscious determination as to What’s Good for Teachers. At this 
point, the teachers were influenced by particular situational, institutional, and social 
factors. Life/work stage considerations, financial considerations, time constraints 
due to family commitments, and convenience were all important factors which 
influenced their decisions to participate, as was encouragement to participate in 
activities from colleagues or administrators (Collegiality).
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When the teachers faced the choice regarding participation in staff 
development, it appeared that individual factors took priority over the institutional or 
social factors. While some interviewees acknowledged taking a class or attending a 
workshop because it was convenient, or they were paid to attend, or because their 
principal had asked them to go, the amount of time that they had in their day due to 
other family obligations was even more critical for them than these institutional or 
social factors. If they did not have time in their lives to participate, then the 
convenience of the workshop or who asked them to go was not an important factor in 
their decisions to participate. Even for the teachers who did not have significant 
family commitments, most commented on the importance of either having or not 
having time in their lives to participate in staff development.
The teachers tended to put their own personal growth on hold during certain 
periods in their lives and many teachers discussed this openly. Learning for 
learning’s sake was not on the radar for most of the teachers interviewed; however, 
many wished that it was. Even those who had few significant family commitments 
rarely participated in staff development or other learning events just to enrich 
themselves. Instead, staff development activities needed to have a “useful” purpose. 
Most of the teachers are in a profession that requires them to spend time outside of 
the regular school day or week to complete all of their professional obligations. 
Therefore, teachers often felt that there was not enough time in their days for 
professional endeavors, let alone more personal pursuits. This may be something 
that adult educators need to be more aware of when they are designing teacher staff
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development opportunities. The desire for personal enrichment is there, but the time 
is not; therefore, there needs to be a way for these two seemingly opposite desires to 
be intertwined.
The participation model introduced earlier in this chapter also takes into 
account the Kids Over Legislation theme because NCLB requirements appear to 
encourage both the teachers’ district and individual buildings, through their school 
improvement plans, to place a high priority on staff development activities that target 
particular subject areas. All the teachers interviewed recognized the priority their 
district was placing on the targeted areas, and these areas were also subjects that the 
teachers recognized as being important to help their students. Therefore, their 
district was providing or paying for staff development that helped both the teachers 
in the classroom and the district’s priority to meet NCLB requirements. The 
district’s priority was to meet or exceed NCLB requirements and the teachers’ goals 
were to make themselves better teachers to help their students. These two goals may 
not have the same roots, but the district provided an environment that was conducive 
to staff development that the teachers chose to be a part of because it was relevant. 
The two goals, therefore, are intertwined.
Research question 2.4 asks how the Illinois Certificate Renewal Process 
affected the ways that the teachers constructed their staff development activities. It 
appears that, from the perspective of these participants, it had little impact on what 
teachers are choosing to do. Nearly all of the teachers felt that they had plenty of 
staff development activities to meet their obligations for recertification. Although
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many of the activities can be used for recertification, that is not the reason the 
activities were chosen by these participants. When this study began, the researcher 
anticipated that teachers might mention recertification as a rationale for signing up to 
participate in staff development; however, little mention was made of recertification 
as a reason for participation. Teachers who were interviewed early in the study 
sometimes noted that prior to the changes in the recertification process, when actual 
certificate renewal plans had to be approved, they sometimes considered 
recertification requirements when signing up for CPD. However, the further away 
the interviews were from the change in the recertification process, the less frustration 
the teachers noted about the previous process. In fact, the teachers who were 
interviewed towards the end of this study hardly mentioned recertification except 
when stating where they were in the process. In the early interviews, many teachers 
needed time to vent regarding their frustrations with the recertification process prior 
to actually being able to discuss the staff development in which they participated. It 
was also interesting for the researcher coming from a secondary perspective to note 
the difference between the amount of time that elementary teachers appeared willing 
to spend without being paid for outside activities and the time that secondary level 
teachers appeared willing to spend. This may have implications for future research. 
Recertification, therefore, does not appear to be the primary reason for participation 
in staff development. Instead, it is an indirect benefit of participation.
Finally, the outcomes of staff development activities are varied, but they are 
generally linked and compatible. All of the teachers desired staff development that
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would help them help their students in their classrooms (What’s Good for Kids). 
While the teachers generally appeared more concerned about helping students than 
with NCLB requirements, these two goals were often congruent with each other; 
thereby having significant impact on staff development as it is provided by the 
districts and accessed by the teachers (Kids Over Legislation). The teachers who 
were still able to earn salary credit also chose staff development activities based on 
whether the activities would help them earn more money, thereby helping their 
financial situations. Even those teachers who had significant family commitments 
most likely selected staff development activities that would receive salary credit over 
those activities that did not involve credit when they were given the choice (What’s 
Good for Teachers). Finally, it should be recognized that W hat’s Good for Teachers 
ends up being What’s Good for Kids since happy, fulfilled teachers are going to do 
more for their students than teachers who are only jumping through hoops to fulfill 
mandated requirements.
“Self-Talk” Component of Model
The 3Ps Model includes a “self-talk” component that lists five critical 
questions that potential participants tend to ask themselves prior to their decisions to 
participate in nonmandatory staff development. The five critical questions in no 
particular order are:
1. Will participation be worthwhile and help me in my classroom?
2. Do I have time to participate in the activity?
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3. Will I go up on the salary schedule if  I participate?
4. Can I afford to participate or is it being paid for by others?
5. Am I being encouraged by others to attend (either colleagues or 
administration) and/or is it convenient for me to attend?
The work/life stages of particular teachers will generally influence the 
questions they ask themselves and the order in which they ask the questions. If they 
answer the question “yes,” the potential participants move to the next question; 
however, if  a question is answered “no,” the participants will probably choose not to 
participate and are not likely to consider the next question. (See Figure 2 for an 
explanation of the stages and the order of the questions.)
The five critical “self-talk” questions are drawn from all five o f the major 
themes that emerged during this study. While Figure 1 depicts the relationships 
among the five themes as a concept map, the “self-talk” questions permit an educator 
or other interested party to assess participation based on fairly easily asked questions. 
This may have implications for future research that will be discussed in a later 
section.
Summary
The previous section o f this study introduced the professional development 
practice-based participation model for teachers that emerged. The next section 
examines the comparison of the 3Ps Model to existing models.
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Explanation of Stages 
No longer eligible for salary credit and no significant family commitments
1. Will participation be worthwhile and help me in my classroom?
2. Do I have time to participate in the activity?
3. Can I afford to participate or is it being paid for by others?
4. Am I being encouraged by others to attend and/or is it convenient? 
(Question not asked: Will I go up on the salary schedule if I participate?)
No longer eligible for salary credit and significant family commitments
1. Do I have time to participate in the activity?
2. Will participation be worthwhile and help me in my classroom?
3. Can I afford to participate or is it being paid for by others?
4. Am I being encouraged by others to attend and/or is it convenient? 
(Question not asked: Will I go up on the salary schedule if I participate?)
Eligible for salary credit and no significant family commitments
1. Will I go up on the salary schedule if I participate?
2. Will participation be worthwhile and help me in my classroom?
3. Do I have time to participate in the activity?
4. Can I afford to participate or is it being paid for by others?
5. Am I being encouraged by others to attend and/or is it convenient?
Eligible for salary credit and significant family commitments
1. Will I go up on the salary schedule if  I participate?
2. Do I have time to participate in the activity?
3. Will participation be worthwhile and help me in my classroom?
4. Can I afford to participate or is it being paid for by others?
5. Am I being encouraged by others to attend and/or is it convenient?
Figure 2. Professional Development Practice-Based Participation Model for 
Teachers (3Ps Model) “Self Talk”
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Comparison of New Model to Existing Models
The 3Ps Model emerged from data gleaned from interviewing a particular 
group o f elementary teachers. Once the model was developed it became important to 
review existing models in several fields of study to examine how this 3Ps Model 
compares to existing models. Numerous models from adult participation and stage 
and phase models from adult development, women’s development, and career 
development were examined in Chapter II.
While there are elements in common between the new model and existing 
models, more importantly there are dissimilarities that make this model unique. The 
uniqueness o f this model may help fill a void that exists in the current participation 
literature. The 3Ps Model is framed differently from current models in that it is a 
practice-based decision-making model that applies to both formal and nonformal 
learning activities. Most of the other models, with the exception o f Henry and 
Basile’s (1994) Decision Model, while not purporting to be fully tested, are more 
theoretical models that are based on formal institutional learning. Most of these 
models or theories, with the exception of the career cycle/stage models of Fessler 
(1995) and Huberman (1995), are also general in nature and do not deal specifically 
with any particular vocation or occupation. As the study progressed, the researcher 
in this study identified a need for the development of a model exclusively for 
teachers, because the teaching profession has characteristics that make it fairly 
unique. These characteristics include: the profession is predominately female,
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especially at the elementary level; generally teachers are not from the lowest 
socioeconomic categories or they have already overcome class barriers; teachers 
have practically all experienced educational successes in the past; the work calendar 
is not nine to five, five days a week for fifty-two weeks; it is a profession where it is 
relatively easy to take time off for child rearing; and many teachers return to 
teaching after extended leaves of absences without penalty or loss of job security. 
These characteristics are highlighted because some o f these are components of 
existing models that were examined. While social variables are important in the new 
model, especially those highlighted in the Collegiality theme that appear to have 
special importance for women (Belenky et al., 1997), social class or sociological 
considerations are not as important to consider in the new model since most teachers 
are middle class and have participated successfully in educational endeavors in the 
past.
Finally, in the 3Ps Model, the decision to participate is influenced by the life 
stage of the participant (based on the significance of family commitments). This is 
not a new concept for participation or adult development (Goodman et al, 2006; 
Hayes & Flannery, 2000; Merriam et al., 2007). However, the work stage (based on 
eligibility for salary credit) is a fairly unique concept applying only to the teaching 
profession and has been introduced as a situational variable by the 3Ps Model.
Cross (1981) purported that “a theoretical model as broad as the COR model 
is not so much to explain and predict adult participation at this stage in the 
development o f knowledge, as it is to organize thinking and research” (p. 131). The
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3Ps Model begins to organize thinking and research and fits within the parameters 
set out in the COR model. Like the COR model it is not rooted in single acts, but 
rather a chain-of-responses based on where an individual is at a given time. Cross 
referred to goals and expectations, life transitions, opportunities and barriers, and 
information, all of which are encompassed in CPD. The 3Ps Model specifically 
identifies factors that appear to have more influence on teachers than other factors; 
however, it never suggests that there are not other factors also at work.
Table 5 summarizes some of the similarities and dissimilarities among the 
3Ps Model and other existing models.
Summary
In the previous sections of this chapter, the new 3Ps Model that emerged 
from the data was introduced and comparisons between this model and existing 
participation and stage-based models were made. The next section re-examines the 
purpose of the study and links together the themes that emerged, the 3Ps Model, and 
the relevant literature.












Comparison of 3Ps Model to Those Models Described in Chapter 2
P rofessional Development P ractice-B ased  
P articipation M odel fo r  Teachers (3Ps M odel)
Participation M odels Stage B ased D evelopm ent M odels
Teacher participation model General participation models (not specific to particular 
profession)
Practice oriented model Theoretical oriented models; however, do not profess to be 
fully tested theoretical models
Decision making model Henry and Basile (1994) model is only decision model
Applies to both formal and nonformal learning activities Models based on formal institutional learning except Cross 
(1981) model that purports to apply to informal self­
directed learning situations
Generally sequential and flowing Except for Cross’s COR, other participation models 
recognize single, discrete events
Chronological age not a component o f  model Chronological age is not a factor Erikson (1978)— steps build hierarchically and build on one 
another, but not necessarily linked by  specific ages. 
Levinson (1986)— series o f  stages tied to chronological age 
Transition and life events m odels no t age linked 
Relational women’s models not age linked 
Career cycle and stage models are no t age linked
Social class o f  sociological considerations are not emphasis 
o f  model (most teachers are middle class o r have already 
overcome the class barriers); however, social variables are 
im portant
Social participation models or social class considerations 
critical in model (Cookson, 1986; Darkenwald & Merriam, 
1982; Miller, 1967)
Previous success in educational setting not com ponent o f 
model (teachers have generally been successful in educational 
situations)
Attitudes regarding education important for Cross, Boshier 
(1973), and Rubenson (1977)
Situational variables important influence on decision to 
participate
Situational variables im portant for Cookson, Cross, Henry 
and Basile
Decision to participate influenced by life/work stages (life 
stage based on significance of family commitments and work 
stage based on eligibility for salary credit)
Henry and Basile— stage in life cycle may act as deterrent Erikson— in middle adulthood work and family issues are 
critical
Levinson— “life structure” involves fam ily and work 
Super (1990)— career developm ent related to psychological 
and personal development
Fessler (1995)— teacher career cycles are influenced by both 




Characteristics of effective professional development for teachers have been 
redefined during the last decade, but much of the teacher staff development literature 
continues to look mainly at how to design and implement meaningful and effective 
professional development (Hawley & Valli, 1999), explores models for learning 
through CPE (Daley & Mott, 2000), or are general participation models that lack 
specifics. There is a lack of teacher participation research that identifies factors that 
influence the staff development activities teachers actually choose to take. If 
teachers do not participate in staff development activities, then the design o f the 
programs or the learning that may occur is not relevant because attendance is 
necessary for learning related to the activity to take place. Further, elementary 
teachers are a segment of the population that is disproportionately female and they 
have work schedules that are more conducive to raising families than many other 
professions. These characteristics have special implications for CPD.
One of the purposes of this study was to discover how classroom teachers 
view their CPD. As a result of 18 interviews with a particular group of elementary 
teachers, five major themes and a practice-based participation model emerged. This 
illustrates that this group of teachers held fairly similar views regarding their 
participation in CPD.
A second purpose was to determine what factors influence the decisions that 
teachers make when they plan their CPD activities. The primary theme that
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emerged, referred to as What’s Good for Kids, which is the primary reason noted by 
the teachers for participation, suggests that teachers select most staff development 
activities because they perceive them to be activities that will help them help 
students in their classrooms learn. Activities must be worthwhile and helpful for 
teachers in their classrooms. For teachers to consider staff development “good,” it 
must be relevant for the classroom. These ideas concur with the results o f a national 
study (National Foundation for the Improvement of Education, 1996) that found that 
73% of the teachers surveyed noted that they participated in professional 
development to help them improve student achievement, and that a majority of the 
teachers participated in professional development to improve their teaching skills.
Floule (1980) would have considered both the participants in this study and 
the teachers in the aforementioned study goal-oriented learners because they are 
using “education as a means of achieving another goal” (p. 54). A stated goal of 
these teachers is to use the knowledge derived from CPD activities to help them 
become better teachers and thus improve their practices.
The third purpose of this study was to determine how CPD activities advance 
teachers’ knowledge and skills, and a subquestion looked at the relationships among 
selecting CPD, becoming a better teacher, and improving teaching practice. The 
primary theme, What’s Good for Kids, appears to illustrate that this group of 
teachers understands these linkages and they use the knowledge gained through CPD 
to become better teachers and to improve practice.
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Whether looking at Point C in Cross’s (1981) Chain-of-Response model or 
Rubenson’s (1977) Expectancy-Valence model (see Chapter II), the suggestion that 
participation is more likely to occur if the expectation is that particular goals will be 
met is not a new idea. What is new with the 3Ps Model is that it defines in general 
terms the primary goal these particular teachers appear to have—the goal o f gaining 
knowledge that will directly help them in their classrooms. Thus, if  a teacher 
determines that a particular staff development activity will help the students in their 
classrooms, and that it is worthwhile, she or he will tend to participate in the activity 
if some additional conditions are met. Conversely, if  a teacher does not feel that an 
activity will help the students in their classrooms, she or he are less likely to 
participate.
The next most important factors affecting participation in staff development 
for teachers are summarized in the second and third stated themes of this study: 
What’s Good for Teachers: Stage Over Age, and What’s Good for Teachers: Why 
Participate. Activities the teachers attended were selected from other worthwhile 
staff development opportunities for various individual, institutional, or social 
reasons. Teachers are influenced by factors that affect them in both positive and 
negative ways. When teachers have choices regarding participation in staff 
development, it appears that the individual factors, especially life/work stage 
considerations, time constraints due to family commitments, and financial 
considerations take a priority over institutional or social factors. While these factors 
are some of the same factors that have often been noted in adult participation or
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development literature (Henry & Basile, 1994; Merriam et al., 2007; Valentine,
1997), generally these factors have not been examined independently from factors 
such as socioeconomic status, demographics, past educational experiences, and 
commitment to education. Teachers are not generally in the lower socioeconomic 
category, and even if  they had been at some point, this barrier has been conquered. 
Further, by the very nature o f their required professional training, generally teachers 
are comfortable in educational settings and they have been successful in such 
environments. Thus, the participation or development models that focus on 
socioeconomic criteria (Cookson, 1986; Darkenwald & Merriam, 1982), or the 
career choice and development models that deal more with choosing a vocation than 
with maintaining competence (Brown, 2003) are not especially helpful when 
examining how teachers view staff development.
What are more helpful are the adult development models that view the adult 
life span in terms of stages and phases. These are relevant because the What’s Good 
for Teachers: Stage Over Age theme states that teachers’ life/work stages influence 
the types o f staff development activities in which they participate. Life/work stage 
appears to be more influential than the age o f a teacher or number o f years taught. 
The Stage Over Age theme tends to disagree with the central premise of Levinson’s 
(1986) theory that states that adults go through a series of stages as they develop that 
are tied to chronological age. It is more in line with Erikson’s (1978) theory or the 
transition/relational models where ages are sometimes assigned to stages, but it is 
recognized that the ages could vary for some individuals (Goodman et al., 2006).
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This study found that the participants’ stages were not age-linked but rather they 
were influenced by whether the teachers had significant family commitments (life 
stage) or whether the teachers were still eligible for salary credit on the district salary 
schedule (work stage). The teaching profession is fairly unique in that it is based on 
tenure, has a salary schedule based on credits earned, and is predominately a female- 
dominated profession at the elementary level, where women often take leaves from 
the field while they are rearing children.
Adult development models recognize the differences that occur in the life 
cycles of men and women (Erikson, 1978; Levinson, 1986); however, the 
participation behavior for this professional group might be different from other 
professions, thus requiring a different model with different considerations because 
the life/work stages in the teaching profession do not apply to most professions.
Once the situational factors are addressed and the teacher has the time to 
commit to staff development, the institutional and social factors tend to be the next 
indicators of participation. In fact, if  staff development opportunities are convenient 
enough and the cost is low, even those teachers who have some family commitments 
will decide to take part in staff development activities, especially if  they are 
encouraged to participate by colleagues and/or administrators. The identified theme, 
Collegiality, stresses the importance of the social connections that exist between 
teachers and their colleagues. Staff development is influenced by the value that 
teachers place on collaboration and relationships with colleagues. Networking/
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collaborating with colleagues influences what staff development activities are 
selected by teachers, and instruction by colleagues is a desired learning method for 
teachers. This theme reinforces much of the work of those involved with research 
regarding women’s learning and development that concludes that relationships with 
others and connected teaching are important considerations for women as learners 
(Belenky et al., 1997; Caffarella, 1996; Goodman et al., 2006).
From a synthesis of the professional development literature, Hawley and 
Valli (Westchester Institute for Human Services Research, n.d.) redefined effective 
professional development by noting six characteristics. Interestingly enough, two of 
the characteristics refer to colleagues. They found that colleagues are important and 
that high-quality teacher development is:
Designed in response to teacher-identified needs and utilizes collaborative 
problem solving in which colleagues assist one another by discussing 
dilemmas and challenges .... [It is] primarily school based, provides sufficient 
time and other resources, and enables teachers to work with colleagues in their 
school building, (p. 1)
Finally, the last theme that emerged, titled Kids Over Legislation, illustrates 
that without consciously selecting staff development activities because o f NCLB 
legislation or school improvement plans, the activities that teachers select tend to 
help teachers help students do better in subject areas targeted in NCLB legislation. 
Mathematics, reading, and writing are fundamental areas of learning that teachers 
recognize as valuable, not so much due to legislative mandates, but because they see 
the value o f these areas o f study for their students. Most of the questions posed
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under the research question that examines the factors that influence participation in 
CPD relate to the influence of legislative mandates or recertification requirements on 
the teachers’ CPD. For the participants in this study, the legislation appears to have 
little effect on their decisions to participate in CPD. However, the school district 
appears to be the primary provider of professional development for its teachers, and 
the district is significantly impacted by federal and state mandates such as NCLB 
because a major portion o f its funding for CPD comes from grants that are linked to 
specific legislation, and districts are evaluated by how they fare on their Illinois 
School Report Card. Because a district’s finances and reputation are closely tied to 
federal and state legislation, it is critical for both teachers and districts to understand 
why particular staff development opportunities are provided, who should participate, 
and why they choose to do so.
The 3Ps Model that emerged from this study incorporates all five o f the 
themes that have been discussed and recognizes, as does the “Learning” standard 
from the National Staff Development Council (2006), that life stages “may affect an 
individual’s availability and interest in additional work responsibilities during 
different phases of his or her life” (p. 1). The importance o f life/work stages to both 
the NSDC and the 3Ps Model confirms the need for CPD providers to account for 
and continue to explore the impact of life/work stages on teacher participation in 
CPD.
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In this section, the connections among the themes that emerged and the 
purposes of the study were discussed. The links between these same themes and the 
implications that they have for practice are discussed in the next section.
Implications for Practice
The themes and the 3Ps Model that have been presented have major 
implications for school districts, administrators, teachers, and other adult education 
providers. Knowing why staff development activities are selected by teachers will 
help school districts and other adult education providers offer learning opportunities 
that are relevant and beneficial to all those concerned. When staff development 
funding is limited, as is the time available for teachers to take classes, then it is 
critical that worthwhile staff development opportunities be provided and selected.
As suggested by the theme What’s Good for Kids, if  teachers do not perceive the 
learning activities to be activities that will help them help students in their 
classrooms, they will be less likely to select and participate in the activities.
Consideration of the themes that emerged during this study may be important 
for districts, building administrators, teachers, and other adult education providers 
when they plan staff development activities that are designed to result in significant 
educational improvements. One of the more critical implications of this study for 
both the Goodell School District and other districts is that districts need to recognize 
their roles as primary providers of staff development for tenured teachers. Districts 
are generally aware that they provide staff development, but are probably less aware
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that they are the primary and possibly sole providers o f staff development for their 
teachers. Districts appear to be providing or paying for staff development to help 
teachers increase student performance for standardized state-mandated testing. 
However, they need to understand that teachers are not participating in staff 
development solely because of NCLB. They are participating because the learning 
activities help them help their students perform better in the same subjects that 
happen to be targeted in NCLB legislation.
Districts must also recognize that there is a need for staff development 
activities that target teaching skills and how teachers teach, not just the mandates that 
arise from NCLB that put pressure on teachers to increase the basic skills of their 
students. Keeping up with technology, working with difficult parents, and learning 
behavior management techniques are staff development needs identified by teachers 
that are not linked directly to increasing basic skills. Districts may also want to 
encourage and/or offer opportunities for teachers to enrich their instructional 
methods with such classes as how to foster critical thinking skills, how to provide 
evaluative feedback, or how to develop social skills in their students. It should also 
be noted that the teachers participating in this study repeatedly stated their desires to 
have more staff development opportunities where they would be able to meet, 
observe, and learn from their colleagues (Collegiality theme).
Districts need to recognize, whether it is real or perceived, that some teachers 
may feel left out of the staff development that is provided by the district. In this day 
and age where NCLB legislation often sets district priorities and therefore staff
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development needs, some teachers may feel left out because they do not teach a 
particular grade level or subject that is targeted by NCLB. These needs may be 
perceived rather than real because generally district personnel know that students 
must be successful at lower grade levels to be successful at higher grades; however, a 
few of the teachers felt that some of the staff development opportunities they 
attended in the past were no longer paid for by the district, and they at least partially 
attributed the change to the fact that state testing did not occur at their grade level. 
Districts must, therefore, communicate with all teachers in the districts, either 
directly or through principals, so that all those involved feel they are a part o f the 
process.
Needs assessments conducted at the end of a staff development activity or 
needs assessment surveys do not appear to be sufficient for determining what 
additional information or staff development teachers desire. The teachers expressed 
the need for direct contact with district personnel or building administrators to feel 
included. The participants in this study having the most positive feelings regarding 
the district are those who appeared to know what was happening in the district, and 
they felt that someone was listening to them. Teachers’ input needs to be solicited 
prior to activities being planned; and if they are kept in the loop, they will more 
likely understand how individual staff development opportunities fit into the bigger 
picture. While the individual teachers had suggestions for the district, most o f the 
teachers interviewed felt that overall the district was responding to their needs as 
well as it could with limited funding.
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For teachers to feel included in the planning process, districts might consider 
having district administrators and/or building administrators actually present when 
staff development priorities are being discussed by teachers. This signals to teachers 
that someone cares enough to actually take time to attend a meeting. It is also 
important that teachers know that building principals and district administrators are 
communicating and working together to plan staff development for the district, and 
that the teachers’ ideas are being passed on to those who are actually making staff 
development decisions.
Districts need to be involved with training. They need to help teachers learn 
how to locate and access staff development opportunities. They need to train 
building principals in the principles o f adult and continuing education so that 
principals may assist their staffs, and they need to assist principals and staff in 
evaluating the staff development component of their SfPs. Cross (1981) noted,
if one accepts a hierarchy of developmental stages, and if  one believes that 
the role of educators is to help each individual develop to the highest possible 
level, then the role o f educators is to challenge the learner to move to 
increasingly advanced stages of personal development, (p. 240)
Merriam and Caffarella (1999) stated that “one way of accomplishing this is to assist 
adult learners in examining the basic assumptions on which they operate in order to 
help them move to these higher levels of development and thinking” (p. 104). This 
should be a role of the district. By helping improve the practice o f individual 
teachers, the teachers’ notions of lifelong learning, and the relationship o f lifelong
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learning to staff development; student achievement will go up and the district will 
succeed in improving student performance. This could result from peer mentoring 
programs; from individual meetings with administrators, separate from evaluations, 
that help produce a school or district culture that strives for continuous improvement 
and encourages the positive development of teachers; or from regular classroom 
visitations by administrators or colleagues to observe instruction and to begin 
dialogues regarding student learning and instruction.
Finally, the district needs to make sure that the amount o f staff development 
for teachers is consistent across the district. All buildings should have access to 
similar opportunities for staff development, and principals need to be made aware of 
opportunities. By facilitating communication between district principals, some 
opportunities may even be shared between buildings.
Districts and building administrators need to recognize the importance to 
teachers of learning and communicating with colleagues and support staff 
development opportunities where teachers learn from colleagues (Collegiality). 
Districts must also recognize that teachers are not all at the same life or work stages 
(What’s Good for Teachers: Stage Over Age); therefore, what is appropriate for one 
teacher may not be appropriate for another. Districts may find it helpful to set up 
staff development opportunities based on life and work stages. For example, many 
districts are already setting up mentoring programs for new teachers, but maybe it is 
also necessary to set up a tiered mentoring system for tenured teachers who are at 
different life and work stages.
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To facilitate CPD, building administrators need to: communicate the 
importance of staff development to teachers; encourage teachers to attend 
appropriate staff development activities; provide funds, opportunities, and 
information to teachers regarding specific staff development activities; understand 
the principles o f adult and continuing education and how these relate to staff 
development; communicate with district personnel and other principals to coordinate 
staff development opportunities; recognize the importance o f learning and 
communicating with colleagues and support staff development where teachers learn 
from colleagues; get input from teachers when planning and evaluating staff 
development; encourage the sharing of information learned from staff development; 
and finally, know what makes effective staff development and what are best 
practices.
Most administrators have not been adequately trained to handle these 
responsibilities. The role of the building principal as a primary facilitator for CPD is 
a role that many principals have not generally been trained to fulfill. Few principals 
have had, as part o f their administrative training, course work related to adult 
learners or adult learning theory, nor are they adequately informed regarding what 
makes effective CPD and what are best CPD practices. They have been placed in a 
situation, somewhat as a result of legislative mandates such as NCLB and SIPs, 
where they are given the responsibility for managing their schools’ SIPs, o f which 
CPD is a primary component, and they have little knowledge regarding what makes 
CPD effective. If districts are going to rely on principals to facilitate CPD within
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their buildings, which is probably an appropriate role because principals have more 
direct contact with teachers than other district administrators, then they need to better 
understand CPD practices and adult learning theory.
Higher education must also expand its role and accept responsibility for 
teaching administrators the knowledge and skills necessary to facilitate CPD, both 
during their initial certification and also during recertification, because CPD has 
become an important component of an administrator’s job. Currently, the curriculum 
presented to both current and future administrators does not reflect the importance of 
an understanding of CPD, even though school districts are spending a great deal of 
time and money on CPD.
It is also important for adult and higher education providers who are outside 
the district to work closely with district personnel and teachers to determine what 
needs will not be met within districts and what needs will be filled from the outside. 
These adult education providers will benefit from recognizing that teachers are at 
varying life and work stages and have different needs and want activities that will 
help them in their classrooms. An activity cannot be “everything for everybody.” At 
a time when districts have limited funds to spend on CPD, the outside providers who 
provide the most relevant offerings will be the providers whose services are 
requested and paid for by districts and/or teachers.
As individuals, teachers also need to take responsibility for their own staff 
development. This means not relying on the district for everything. While the 
district in this study appears at this time to be a primary provider, there are other
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opportunities out there that should be explored. Teachers should search out 
opportunities, go on-line, talk to other teachers, contact union or other professional 
organizations, participate in discussions regarding staff development, communicate 
needs to district personnel, and share information regarding both good and bad staff 
development experiences with colleagues and administrators. Teachers need to get 
involved. They need to participate in activities that are worthwhile, not just cheap, 
close, and someone else’s priority.
Teachers are in a profession that requires them to spend time outside of the 
regular school day or week to complete all of their professional obligations. 
Therefore, they often feel that there is not enough time in their days for professional 
endeavors, let alone more personal pursuits. This may be something that district 
personnel, as well as adult providers, need to be more aware o f when they are 
designing staff development opportunities. The desire for personal enrichment is 
there, but the time is not; therefore, there needs to be a way for two seemingly 
opposite desires to be intertwined. For example, districts may need to explore the 
use of more release time for teachers to be able to attend staff development activities 
or to observe their colleagues as they teach.
In this section, the implications of the findings o f this study were discussed in 
terms of their affect on districts, building administrators, teachers, and other adult 
education providers. As the 3Ps Model suggests, the decision to participate in staff 
development often hinges on whether teachers perceive the activity as helping them
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help students in their classrooms learn. The next section will examine trends in the 
current research and makes recommendations for future research.
Recommendations for Future Research
The results o f this study begin to fill current gaps in the participation and 
adult development literature that were noted in Chapter II by looking at the 
relationships among teachers, administrators, their districts, legislative mandates, and 
CPD. However, much remains to be studied to see if  the findings o f this study of a 
particular group o f elementary teachers hold up in other settings with other teachers. 
To further develop the 3Ps Model, future research should examine the specific 
factors identified in this study that influence participation in CPD. For example, 
specific recommendations for future research include conducting additional 
interviews with teachers in other districts and/or at other grade levels to determine:
1. To what extent life/work stages presented in this study are appropriate 
for other teachers in other districts. If the stages appear to hold up or 
revised stages emerge, a survey needs to be developed that can be sent 
to a larger sample of teachers to further test the merits o f these stages 
for teachers.
2. If salary credit and family commitments are actually the most important 
situational factors influencing teachers’ participation in CPD, or if  there 
are other factors that surface as being equally or more important.
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3. If a lack of time in a teacher’s day is still a primary factor influencing 
participation in CPD.
4. If more affluent districts with more to spend on CPD, and more staff 
assigned to the task, are still the primary providers of CPD for their 
teachers, or is there less CPD conducted within those districts since 
there is more money available to send teachers to workshops and classes 
that are outside the district.
5. If the CPD provided by other districts is influenced as much by NCLB 
as the district that was studied.
The importance o f participation research cannot be emphasized enough.
Based on the results o f this study and the responses o f the teachers that were 
interviewed, a participation model emerged from the data. The topic o f participation 
dominated the 18 interviews that were conducted. It is interesting to note, however, 
that while participation research used to dominate much of the adult education 
literature in the 1980s, currently there does not appear to be a substantial amount of 
new research in the field that will lead to theory or model building and testing. The 
participation models that were identified and detailed in the second edition of 
Learning in Adulthood: A Comprehensive Guide (Merriam & Caffarella, 1999) are 
not even specifically mentioned or named in the third edition (Merriam et al., 2007). 
Instead, the emphasis o f the newer research is from a more sociological rather than 
psychological perspective, which has less to do with needs and motives of
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participants and more to do with their positions in society and social experiences 
(Merriam et ah, 2007).
The emergence of a practice-based participation model using a grounded 
theory approach illustrates the importance o f renewing interest in participation 
research that will study more diverse populations, in more specific professions, and 
apply to both formal and nonformal learning settings. The 3Ps Model identifies 
needs and motives that were important to a particular group of teachers related to 
their selection o f CPD activities. These concepts were supported by the relevant 
literature, and if the model proves to be accurate after additional testing and 
development, it may make a contribution to the field that may help retain teachers 
since fulfilled teachers are more likely to remain in the profession.
The limited amount of model or theory-building research being conducted in 
the field of adult education and CPD in general is troubling. While it is important to 
study under-represented populations, it is equally as important, as has been pointed 
out in this study, to identify needs and motives that may retain teachers in the 
profession. The literature recognizes the importance o f high-quality professional 
development for teacher retention; therefore, it is necessary to continue to conduct 
studies that will develop models and eventually theories that may contribute to a 
better understanding o f why teachers participate in CPD activities and, as teachers 
improve their practice, student achievement will also increase.
Finally, many questions regarding teachers’ participation in CPD remain 
unanswered. It is hoped that the results of this study will be an impetus for others to
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continue exploring the links among CPD practices, participation in CPD, teacher 
learning, and adult development that may lead to the development o f models and 
theories that will improve practice and contribute to the field of CPD.
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APPLICATION TO CONDUCT RESEARCH 
NIUDOCTORAL DISSERTATION 
BY JOAN (JODI) MCCOLLOM
Project Title: How Classroom Teachers Conceptualize Continuing Professional 
Development: A Case Study
1. Purpose o f  the project: The purpose of this study is to discover how 
classroom teachers view their continuing professional development, to 
explore what factors influence the decisions they make when they plan their 
professional development activities, and to examine how these activities 
advance their knowledge and skills.
2. Statement o f  the problem to be investigated: The problem of this study is to 
investigate the relationships between continuing professional development, 
the advancement of teachers’ knowledge and skills, and the Illinois State 
Board o f Education Certificate Renewal Process. This study is needed since 
limited research has been conducted in educational settings that look at these 
relationships. The Certificate Renewal Process was designed to make 
teachers accountable, to raise student test scores, and to reform education; 
however, at this time the process is relatively untested.
3. Value o f  the project to education: This study will expand the knowledge 
base regarding continuing professional development and its relationship to 
the advancement of teachers’ knowledge and skills. If  themes develop that 
explain these relationships, there is potential for assisting educators in 
providing better, more efficient learning environments for continuing 
professional development programs that will benefit teachers, students, and 
school districts.
4. Value o f the project to Schools'.  , like other school districts,
has limited resources (both time and money) for providing continuing 
professional development activities for their staff; therefore, being able to use 
best practice when providing these activities may make the activities 
provided or the development activities recommended more beneficial for 
teachers, students, and the overall district. Individual teachers may even gain 
insights, after receiving a copy of the study, into how they may enrich their 
own continuing professional development.
5. Sample selection procedures: An introductory letter will be sent to all
tenured classroom kindergarten through fifth-grade teachers in _____
Community School District #___ . Those who are interested in participating
will return an enclosed participation form to the researcher, and the
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researcher will contact the selected participants by telephone to arrange 
convenient times and places for the interviews. Those who are not selected 
will also be contacted.
6. Population to be involved: Twenty tenured classroom kindergarten through
fifth-grade teachers in th e  Community School District # will be
involved. At least three teachers will be selected from each grade level and 
all nine elementary buildings in the district will be represented.
7. Amount o f  time each participant will be involved in the project'.
Participants in this study will be asked to take part in a one-hour 
semistructured, open-ended, face-to-face interview with the researcher that 
will be held at the interviewees’ schools. Tape recordings and transcripts of 
the interviews will be made. After the interviews, written transcripts will be 
provided to the participants to review for accuracy.
8. Number and/or names o f schools: Teachers from all nine elementary 
schools in the district will be involved in the study.
9. Services required by_______ School personnel. Provide access to the
teachers and a place for the interviews to be conducted at each teacher’s 
school.
10. Specific dates project is to be conducted in the ______Schools:
Spring Semester 2005.
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 , IL 6XXXX
Dear Colleague,
I am a doctoral student at Northern Illinois University and a guidance counselor at
_______ Middle School. For my doctoral dissertation, I am studying how classroom
teachers view their continuing professional development. I will also be exploring 
what factors influence teachers when they plan their professional development 
activities, and how they use these activities to advance their own knowledge and 
skills. Kindergarten through fifth-grade tenured elementary teachers in our district 
will be invited to participate in this study.
If you choose to participate in this study, you will be asked to participate in a one- 
hour face-to-face interview with me that will be held at your school at a time that is 
convenient for you. This interview will be audiotaped and will be conducted during 
the spring semester. After the interview, I will provide you with a written transcript 
of the interview that you may review for accuracy.
Please know that although information obtained from this study will be included in 
my dissertation and/or other related publications, your identity will be kept strictly 
confidential. Hopefully, after viewing a copy of the study, individual participants in 
this study may benefit by gaining insights into how they may enrich their own 
continuing professional development. There are no foreseeable risks to you during 
this study. Since participation is voluntary, you may choose to not answer a question 
or to end the session at any time.
If you have any questions about the study, you may contact me at my home
telephone (XXX-XXX-XXXX) or at my e-mail address (_____  @ .net) or
you may contact Laurel Jeris at Northern Illinois University (815-753-XXXX). As 
in any study of this nature, questions you would have related to human research 
studies can be answered by calling the Office of Research Compliance (815-753- 
8588).
Please indicate your decision to participate on the following page and return this
form to Jodi McCollom a t_______ Middle School by March 1. Thank you for
taking the time to consider participation in this study. Research on improving 
continuing professional development can benefit everyone involved. I would really 
appreciate your input.




Please complete this form and return it in the attached envelope. Thank you! 
Name:
Address: _________________  ____
Phone #: ______________________________________________
E-mail Address: __________________________________________
Please circle yes or no.
YES NO 1. I would like to participate in this study.
YES NO 2 .1  give permission for the interview to be audiotaped.
If you agree to participate in this study, please continue with the following 
information to be used as description of the participants in this study.
Current Building Assignment: ___________________________________
Current Grade Level Assignment: __________________________
Previous Teaching Assignment(s) within District #XXX:
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Tenure Status: TENURED NONTENURED
# of Years Taught in District #___ :___________
# of Years Taught outside of District #___ :___________
Teacher’s Signature Date
It is recommended that you bring the following materials to the interview since they may help you  
recall activities that you participated in: CeRTS records, logs o f  CPDUs, evidence o f  completion
data, Certificate Renewal Plans, etc.
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INTERVIEW QUESTIONS
After introducing the study to the participants and getting them to sign the Human.
Subjects Consent Form, the following questions m aybe asked:
1. Where are you in the Certificate Renewal Process?
2. Are you currently using your approved Certificate Renewal Plan (CeRP) that 
you needed last year or have you changed your way of selecting CPD 
activities? If the plan is NOT being used, skip to question #5.
3. Why have you decided to continue with your approved CeRP?
4. Are you considering making any changes in your plan or are you still satisfied
with the goals and activities that you selected? What changes would you like to 
make and why?
While discussing specific CPD activities, the following questions will be asked 
regarding each activity:
5. Why did you select this activity?
6. Where did you get the idea for this activity? Did anyone help you with your 
selection?
7. How did you get the information you needed to make this selection?
8. Have you used any of the knowledge you gained doing this activity in your
teaching? If yes, how?
9. Do you think this activity has made you a better teacher or, if  not, why do you 
think that it was not helpful? Please explain.
10. How are you going to meet the special education requirement?
11. In what ways has the No Child Left Behind Act or your school improvement 
plans influenced your professional development activities?
12. Was this activity an original part of a CeRP or was it added or revised at a later 
time?
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13. How have you changed your CPD activities as a result o f the new state
requirements for professional development? Why did you make these changes?
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2. Thank you for participating in this interview today.
Appreciate the time that you are giving to this study.
3. Hand out Human Subject Consent Form and work through form 
Purpose of Study
Responses will be confidential 
Pseudonyms will be used
Interview will be audiotaped for accuracy. (I don’t want to miss anything.)
No one else will hear the tape. I will transcribe the tapes myself.
You will get a copy to review for accuracy
They will read through form, ask questions, and sign it
4. I will ask some questions and you can give me responses; however, feel free to 
just talk, think out loud, or ask some questions of your own. You may even 
choose to not answer a particular question.
5. Turn on tape recorder.
6. Review demographic info.
7. If you don’t have any questions, let’s get started.
8. At end of interview, ask permission to e-mail or phone them with questions.
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I agree to participate in the research project titled How Classroom Teachers 
Conceptualize Continuing Professional Development fo r  their Illinois Certificate 
Renewal Process: A Case Study, being conducted by Jodi McCollom, a graduate 
student at Northern Illinois University. I have been informed that the purpose of the 
study is to discover how classroom teachers view their continuing professional 
development, to explore what factors influence the decisions they make when they 
plan their professional development activities, and to examine how these activities 
advance their knowledge and skills.
I understand that if  I agree to participate in this study I will be asked to 
participate in a one-hour face-to-face interview with the researcher that will be held 
at my school at a time and place that is convenient for me. I also realize that I will 
be asked to provide demographic information about myself that will be used to 
describe the participants in this study. I will also consider bringing materials to the 
interview such as CeRTS records, logs of CPDUs, evidence o f completion data, 
Certificate Renewal Plans, etc. that may facilitate the interview and help me recall 
some of my continuing professional development activities. After the interview, I 
will be provided a written transcript of the interview to review for accuracy.
I am aware that my participation is voluntary and may be withdrawn at any 
time without penalty or prejudice; and that if  I have any additional questions 
concerning this study, I may contact Jodi McCollom at (815) XXX-XXXX, or 
Laurel Jeris, director o f the study, at (815) XXX-XXXX. I understand that if  I wish
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further information regarding my rights as a research subject, I may contact the 
Office of Research Compliance at Northern Illinois University at (815) 75.3-8588.
I understand that the intended benefits of this study to the field o f adult 
education include the expansion of the knowledge base regarding continuing 
professional development and its relationship to advancing teachers’ knowledge and 
skills. Since participants will receive a copy of the study, information gained may 
even benefit individual participants by helping them gain insights into how they may 
enrich their own continuing professional development.
I have been informed there are no reasonably foreseeable risks in this study. 
However, if I feel uncomfortable during the interview, I may choose to not answer a 
question or I may ask to end the session at any time. I understand that all 
information gathered during this study will be kept confidential since only 
pseudonyms will be used to identify participants.
I understand that my consent to participate in this project does not constitute 
a waiver of any legal rights or redress I might have as a result o f my participation, 
and I acknowledge that I have received a copy of this consent form.
Signature o f Subject Date
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I give permission for the interview to be audiotaped.
Signature o f Subject Date
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ADDITIONAL DEMOGRAPHIC INFORMATION  
NEEDED FOR RESEARCH STUDY B Y JODI MCCOLLOM
As I have proceeded with my research, I have found that there is some demographic 
information that I need to help me analyze the data that I have collected. Some of 
you shared much o f this information during the interviews, but I do not have all the 
information from everyone. Remember that the information that I collect during this 
study will be kept strictly confidential. If you are uncomfortable with any of these 
questions, please feel free not to answer them. Thanks again for your help.
1. Marital Status
2. Age _
3. Number o f Children
4. Ages of Children   (Do they live at home?)
5. Do you have any other dependents such as parents, etc.? _________ __
(If yes, please explain briefly)
6. Do you have a master’s degree? __________
7. Do you have other advanced degrees or certificates? ___________
8. Are you still able to earn salary credit? _______________
Please return this info to me either by e-mail (________________________);
mail it to me a t_______________ , ______ , ________ ; or call me at   . Do
whatever is easiest for you. If you e-mail me, just number your answers and give me 
a one or two-word answer. Do not feel like you need to write more unless you 
would like to give me other info. Thanks again!
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